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THE EFFECTS OF INDIVIDUAL AND PEER GROUP 
COUNSELING ON A SAMPLE OF DISRUPTIVE 
HIGH SCHOOL STUDENTS 
Abstract o'f ·the Dissertation 
The purpose of this study was to compare two widely used 
counseling methods, as they.are commonly employed in public 
high schools, to make a determination o-F their relative ef-
fectiveness with a population-of students labelled as dis-
ruptive. The comparative. efj~·ecti veness was to be demonstrat-
ed by changes in .those qualities which are generally attribut-
ed to the more successful students: grade point average (GPA), 
attendance, self concept and. behavior. The Tennessee Self-
---------,Concept Scal~CTSCB-) was used .on a pre and pos-t-test-l5as-i s-t;;-;oo _____ _ 
measure change in self concept.. This study was designed to 
examine disruptive students .with peers as group counselors 
(Group I), disruptive students with high school guidance coun-
selors providing individual .. counseling (Group II), and dis-
ruptive students who did not participate in either program 
but who did have routine counseling services (Group III) • 
The sample consisted of 96 students, 24 from each of four 
high schools. Random selection was used to place students in 
groups at each school. 
Four hypotheses were tested relating to the effects of 
peer group counseling, individual counseling, and routine 
guidance procedures on attendance, self concept, GPA and in-
cidence of disruptive behavior. A fifth hypothesis tested 
whether there was a differential effect of counseling on 
males and females. 
A 3 x 2 x 2 repeated measures analysis of variance (ANOVA) 
and a 3 x 2 analysis of co-variance (ANCOVA) were used to test 
the hypotheses. The independent variables were treatment and 
sex with pre-treatment scores as the covariates. The alpha 
level was set as 0.05 for all analyses. 
Results showed incidents of disruptive behavior were re-
duced by all three counseling treatments; female absenteeism 
was reduced significantly by individual counseling and rou-
tine guidance procedures; ·andneither self concept nor GPA 
was significantly affected by any of the three treatments. 
It appears from the results of this study that peer group 
counseling has its greatest effects in reducing disruptive 
behavior, but no more so than high school counselors using 
individual counseling procedures. The results also show 
that high school counselors working r~1tinely or more inten-
sively with disruptive individuals are more effective than 
peers in reducing absenteeism. 
s-
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CHAPTER I 
INTRODUCTION AND STATEMENT OF THE PROBLEM 
One of the most perplexing problems that has faced 
school districts for decades is that of the disruptive stu-
dent (Davis, 1976). As recently as 10 years ago behavior 
that disrupted school procedure was thought to be an urban 
problem. Today reports of such activity come from through-
out the nation in many environments. School disruption in 
the past decade emerged as a major problem for school lead-
ers and one for which, as yet, no adequate response has 
been found (Koff, 1979). While research regarding school 
disruption is meager, a study by Wiles (1977) reported over 
two million suspensions and eight million dropouts in one 
year alone. The disruptive youth meets with failure in 
school, failure at home, and failure in the community 
(Heath, 1970). Unfortunately, the special programs in the 
public schools to meet the needs of these children are few 
and not overly effective (NEA, 1975). 
William Glasser believes that disruptive behavior is 
caused by need deficiencies and can be overcome by fulfill-
ing these needs. He stated that the disruptive behavior 
student has a negative self-concept and so exhibits anti~ 
social behavior. An improvement in self-concept will moti-
vate the student to perform in a more socially acceptable 
1 
~-
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manner (Glasser, 1965). Research results indicate self-
concept evaluation is a more accurate predictor of academic 
achievement than mental age evaluation (Spaulding, 1965; 
Wattenberg, 1964). Frey and Young (1979) reported that 
~-
self-concept was the key to understanding and dealing with 
student disruptive behavior. Similarly Fogelman (1978), 
while not implying a causal relationship, saw school atten-
dance, achievement and behavior as related. He stated that 
children who are frequently absent from school show poor 
achievement and adjustment to school. A similar finding 
had been noted two years earlier by Galloway (1976). 
Research into and studies of disruptive behavior and 
its remediation have sought alternatives to punitive action; 
these alternatives have frequently been specific counseling 
~-
approaches. Alternative approaches that offered individual 
or peer counseling have resulted in schools more effective~ 
ly meeting the discipline needs of students (Mizell, 1978). 
A Dade County, Florida school system found that the imple-
mentation of peer group counseling programs resulted in a 
decrease in disruptive incidents and an increase in stu-
dents• self-concept (Samuels, 1977). 
There have been many studies on the effectiveness of 
peer group counseling. Some have dealt with self-concept 
(Frank, 1975), some with student absenteeism and vandalism 
(Scheisheimer, 1976) and some with academic adjustment 
(Copeland, 1974). Each study has reported positive findings. 
i 
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Likewise there bave been numerous studies on the effective-
ne~s of individual counseling with disruptive students 
{Abbott, 1978; Long, 1971; Neilson, 1979; Nelson, 1967) each 
of which also reported positive results. To date, however, 
there have been no studies regarding which approach, peer 
group counseling or individual counseling provided by cer-
tified guidance counselors, is more effective in dealing 
with disruptive behavior. 
Statement of the Problem 
Many approaches to dealing with the disruptive student 
have been proposed. Some approaches have dealt with cur-
riculum change, some with legal contingencies, some with 
administrative style, and some with counseling. Among the 
counseling approaches which have been tried are peer group 
counseling and individual counseling. The research evidence 
that one or the other of these counseling techniques is 
superior in dealing with the disruptive student is incon-
elusive. The question remains then, is peer group counsel-
ing more effective in working with disruptive high school 
students than individual counseling, or can a high school 
counselor, working one-on+one with disruptive students, be 
more effective as a change agent than a cadre of trained 
peers working in groups with those same disruptive stu-
dents? 
4 
Significance of the Study 
The results of this investigation will contribute to 
the present body of knowledge of counseling disruptive stu-
dents. It will add information which has hitherto been 
unresearched by comparing two widely used counseling styles 
with this specific population. The study will specifically 
provide information as to which is the most efficacious 
method of counseling disruptive students: peer group coun-
seling or individual counseling. 
Rationale 
Studies by Abbott (1978), Doyle, Gottlieb and Schneider 
(1979), and others suggest that individual counseling methods 
can be most effective when dealing with the achievement and 
behavior of the high risk student. Similarly, Scott and 
Warner (1974) and Cooper and Walker (1980) reported on the 
beneficial aspects of peer group counseling programs when 
applied to academic, social and personal areas. Scott and 
Warner go on to suggest that peer counselors are often as 
effective as trained professionals in their counseling 
efforts. 
The purpose of this study was to compare the effects 
of individual and peer group counseling on a sample of dis-
ruptive high school students. The measuring instruments 
will be attendance, grade point average (GPA), incidence 
of disruptive behavior, and self-concept as measured by the 
Tennessee Self-Concept Scale (TSCS) . A study by Fogelman 
5 
(1978) established that a fairly clear and straightforward 
relationship between attendance, achievement and behavior 
appears to exist in that students with poor attendance ob-
tain, on the average, lower grades and are more often in-
dicated by their teachers as showing disruptive behavior. 
Galloway (1976) also felt that the disruptive students 1 
absences caused them to be socially poorly adjusted and 
educationally backward. 
The TSCS was chosen for this study because it is a 
standardized instrument frequently used to measure self-
concept with adolescents. It is also an instrument which 
is relatively simple for the subject to interpret, widely 
applicable and multi-dimensional in its description of the 
self-concept. Most of the reliability coefficients cited 
in the TSCS Manual range from .80 to .90 (Fitts, 1965). 
Several people have indicated that self-concept is linked 
with delinquent behavior (Gold & Mann, 1972; Kaplan, 1976; 
Mann, 1976). 
There were three populations of interest: (1) students, 
(2) peer counselors, and (3) guidance counselors. The stu- ~-
dent population consisted of those ninth and tenth grade 
students who had been identified as disruptive by the fac-
ulties of four separate high schools, two of which were 
located in New Jersey and two in California. The peer 
counselors were also students from the previously indicated 
high schools and were selected from those eleventh and 
6 
twelfth grade students who demonstrated an interest in re-
ceiving peer counselor training. The counselors were drawn 
from those same high schools and were those individuals 
whose counselee's made up the student sample. 
s-
Once a sample of 24 disruptive students had been ran-
domly selected at each high school, each sample was then 
divided into three sub-groups. One group received a weekly 
individual counseling treatment, one group received a peer 
group counseling treatment, and one group received the min-
imal counseling usually provided by the schools; this group 
served as a control. All members of the sample had their 
GPA, attendance and incidence of disruptive behavior re-
corded for the marking period preceding the experiment. 
Each member of the sample was also administered the TSCS as 
a pre-test. The members of the group receiving individual 
counseling met with their guidance counselor once a week 
for a period of 10 weeks for one-on-one counseling sessions. 
The peer groups also met once a week for a period of 10 
weeks; these groups were led by students who had completed 
a 11 peer training program 11 • The control group was not to be 
contacted at all unless it was in the routine nature of 
school activity or guidance procedures. At the conclusion 
of the 10 week session, GPA, attendance, and incidence of 
disruptive behavior was again computed. The TSCS was also 
readministered after this 10 week session. 
7 
Hypotheses 
1. There are differences in school attendance patterns, 
reported incidents of disruptive behavior, and GPA 
among students who have gone through individual 
~-
counseling, peer group counseling, or routine gui-
dance procedure. 
2. The self-concept, as measured by the TSCS, will 
differ among students who have gone through indi-
vidual counseling, peer group counseling, or routine 
guidance procedures. 
3. There are differences between males and females in 
terms of their reported behaviors depending upon 
whether they have gone through individual counsel-
ing, peer group counseling or routine guidance pro-
~-
cedures. 
Basic Assumptions 
1. All members of the sample were able to read and 
understand the intent of the questions on the TSCS. 
2. Classroom teachers and school discipline officers 
were consistent in their observance of disruptive 
behavior. 
Limitations 
The age and grade of the students in this study limits 
the application of the results to similar groups. 
8 
Definition of Terms 
Disruptive students. Students operationally defined 
as those who, the previous year, had two or more school 
suspensions: five or more detention referrals, two or more 
exclusions from class, or three or more referrals to the 
school discipline officer. 
Individual counseling. One-on-one weekly 15-30 minute 
used by a guidance counselor in working with the disruptive 
students. This is an operationally defined definition and 
is not typical high school procedure. 
Peer group counseling. Student led small group coun-
seling sessions; in this study the student leader would be 
one who bas followed the Varenhorst format in learning help-
ing skills. 
Varenhorst treatment. Refers to a method of training 
peer counselors developed by B. Varenhorst and involving a 
12 session program including: values and decision making, 
social skills and communication techniques (Varenhorst, 1974). 
Routine guidance procedure. This term refers to the 
occasional counselor-student contact which is generally pro-
vided high school students by their assigned counselor, not 
more than twice a year unless student initiated. 
Self-concept. This refers to how the individual per-
ceives himself (Fitts, 1965). In this study self-concept 
and self image will be used interchangeably. 
~-
9 
Summary 
In this chapter the problem being studied, the relative 
effectiveness of three types of counseling with disruptive 
high school students, has been introduced. The major em-
~-
phasis of the study is to determine the effectiveness of 
peer group counseling as compared to the counseling pro-
vided by regular high school counselors. 
Four additional chapters complete the remainder of 
this dissertation: In Chapter II a review of the relevant 
literature is presented; the design and procedures of the 
study are described in Chapter III; a presentation of the 
data in this investigation appears in Chapter IV; and 
Chapter V contains the conclusions based upon the investi-
gation and offers recommendations for further study. 
;;_ 
CHAPTER II 
REVIEW OF THE LITERATURE 
~-
The literature relevant to this study was examined in 
the following specific areas: (1) that which is related to 
=-----El-i-s-~Hp~i-ve-y-eu-t.--h-i-n-pu-13-l-i-c s-e-een-El-a-~y-s-G-hGG-l-s-;-(-2-)-th-a-t-de-a-l ~-----
ing with individual counseling and its 1 effect on student 1 s 
attitudes and behavior; (3) that which is related to peer 
group counseling and its 1 effect on student 1 S attitudes and 
behavior; and (4) the research findings relative to self-
concept in the areas of academic achievement and school 
behavior·. The research in each of these areas will be pre-
sented in the following pages. 
Disruptive Youth 
Disruptive students in the public schools are an in-
creasingly pervasive problem (Koff, 1979; Wiles, 1977). 
Initially confined to urban areas the problem has recently 
moved to suburban and rural areas as well (Davis & Thompson, 
1971). A recent survey of Maryland secondary school prin-
cipals indicated that of the total enrollment in grades 7 to 
12 (305,917) represented by the responding administrators, 
15,685, or 5%, were classified as disruptive (Maryland State 
Department of Education, 1972). Past data collected from 
the Louisiana school systems indicated that over 11,000 
students were withdrawn annually because of incompatibility 
10 
11 
with the school program. During the 1972 and 1973 school 
years, it was estimated that this number had increased and 
some 30,000 temporary suspensions from school were recorded 
(Louisiana Task Force on Suspensions and Expulsions, 1975). 
Description of a disruptive student. A disruptive 
student is one whose overt and/or covert behavior pattern 
prevents or impedes the learning process for them and others 
(Clarisio, 1970) • This blocking of learning results from 
failure to develop appropriate academic and social skills. 
These deficits, in turn, lead to low self esteem, inability 
to make effective decisions, frustration, anger, and the 
consequent perception of oneself as a victim of society ••• 
a failure (Woody, 1969). Disruptive behavior has been 
described as non-constructive attempts to cope with a stress-
ful situation and may take aggressive, acting out, or apa-
thetic withdrawal forms. Aggressive behavior is generally 
viewed as more healthy than withdrawal (Dreikers, 1969; 
H.E.W., 1968). Distuptive behaviors are further defined 
as behaviors that disturb either the teacher or other stu-
dents and which draw negative attention to the student, 
such as talking without permission, hitting, yelling, 
making noises by voice or with objects, and out of seat 
behavior that disturbs others (Mayer & Butterworth, 1978). 
Attendance and achievement (GPA) of the disruptive 
student. As described in the previous section, one of the 
12 
fo,rms of behavior taken by disruptive students is that of 
apathy, withdrawal and non"attendance. Skipping school or 
truancy has been related to self-reported delinquency 
(Walberg, 1972), .and the absence rates of high school drop-
outs may be elevated for several years prior to their drop-
ping out (Yudin, Ring, Norvakiwska & Heinamann, 1973). 
From the psychological perspective the disruptive students' 
of a syndrome of nonconformist attitudes and behaviors 
(Biren. & Natriello, 1978). From a behavioral viewpoint 
the disruptive student does not attend school because at~ 
tendance is not rewarding or other activities are more re-
warding (Morgan, 1975). Paradoxically, the most common 
method of punishment meted out for disruptive behavior and 
truancy is suspension (Bayh, 1975; Demarest & Jordon, 1975; 
Foster, 1977; Miller, 1975; Southern Regional Council, 1973). 
A study by the California State Department of Education 
(1974) noted that absence in the form of suspensions and 
expulsions from school is often imposed by high school ad~ 
ministrators on students who cause trouble in the school. 
There is now a considerable body of evidence on atten-
dance and truancy levels and their relationship with per-
sonal, social and school variables. However, it is usually 
assumed that the students not attending school do less well 
scholastically than their peers. Studies have shown that 
students who attend classes less regularly earn lower 
13 
grades (Kooker, 1976; Rozelle, 1968), and may show less-
than-expected learning gains (Jenne, 1973). A study by 
Fogelman (1978) established that a fairly clear and straight-
forward relationship between attendance, achievement and 
behavior appears, in that students with poor attendance 
obtain, on the average, lower grades and are more often 
indicated by their teachers as showing disruptive behavior. 
Fogelman•s results are consistent with Tylerman•s (1968) 
suggestion that truancy should be taken as a warning of 
possible emotional problems. 
Throughout the years there have been many studies of 
the correlations, either of achievement or of attendance, 
with measures of emotional stability, positive or negative 
self-concept, aggression, and introversion (Cattell, 1966; 
Entwistle & Entwistle, 1970). The correlations are usually 
small, and often contradictory. Similarly, the attempt to 
find the direction of causality among achievement, atten-
dance and behavior is equally confusing. Galloway (1976) 
felt that the disruptive student$.' absences caused them to be 
socially poorly adjusted and educationally backward, where-
as Hopwood (1975) saw the fear of being seen as illiterate 
or semi-literate as a cause of truancy. Whichever is the 
primary cause, or whether there is a causal relationship at 
all, all arguments contain the assumption that students who 
are frequently absent from school show poor achievement and 
poor adjustment to school (Fogelman, 1978). 
-
' . 
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Present status of disruptive students. Unfortunately 
~-
there are few special programs to meet the needs of these 
children in the schools, and more often than not, the stu-
dent must succeed or fail with the existing curriculum ~-
(NEA, 1975). Parents of the disruptive student may or may 
not be helpful. Even if they attempt to help, too often 
~------'t-h-e-:Y·-ha-·~le-l-i-"E-t;-l-e-e-f-£-e-e-t-en-t-he-i~~e-h-i-l-cl-~e-n--(-Ga-bar;_i-n-0-;-1-9J_3_)_~-----
Social institutions in most towns have problems of their 
own and their budgets are frequently strained trying to ad-
dress the needs of students who are well behaved through 
involvement with recreation committees, Y.M.C.A.'s, churches 
and libraries. Social agencies which become involved with 
disruptive youth rarely have the resources to plan a total 
cooperative effort (Fo, 1972; Levine, 1972). 
The interruption of an individual's education and the 
education of students is only part of the educational loss 
from behavior disruption. To this loss must be added the 
cost of teacher, administrator and pupil personnel services 
staff time used in working with disruptive youth. Teachers 
and administrators reported that a small group of students--
the term most frequently used was "hard core"--produced most 
of the disruption in schools (Bayh, 1975). Many teachers 
and administrators estimated that this group was about "10 
to 15% 11 of the student body (Bayh, 1975; Mayer, 1978). Mem-
bers of this group do not seem to come from any special 
racial, ethnic or socio-economic background (Deegan, 1976; 
15 
Greenberg, 1974; Mayer, 1976). School staff commonly de-
scribe them as students who have difficulty academically, 
are frequently in trouble in the community, and come from 
troubled homes (California State Department of Education, 
1974; Kaplan, 1974). Teachers, administrators and students, 
however, have indicated that this group of disruptive stu-
dents can find allies among other students when specific 
situations arise. Thus, school violence and disruptive 
behavior can be described as interactive~asmall group fre-
quently causes problems and at times sets off a chain re-
action among other students (Greenberg, 1974; Justice, 1974; 
Kahn, 1960). 
The schools are often unable to deal with this group 
of disruptive students. The most common treatment reported 
was suspension, but very few educators say that suspensions 
are effective, either as deterents or as treatment, since 
a suspension keeps the student away from school and only 
exacerbates the problem (Mayer, 1976; Mayer & Butterworth, 
1978) . Since schools are charged with much of the respon-
sibility for socialization, school disruption can have a 
lasting effect on youth and can spread out into the com-
munity and into the future (Davis & Thompson, 1976). 
Summary of disruptive youth se·ction. Because the 
basic needs of some youth are not being met, they respond 
to the academic and social problems they encounter in 
school with negative, aggressive or withdrawal behavior. 
~ -
~-
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Their social and academic development is disrupted to such 
a degree that they are alienated ;!;rom and constantly in 
conflict with schools as institutions, teachers as helping 
agents, and education as a viable goal. As a result, they 
fail to develop appropriate academic and social skills and, 
therefore, disrupt other students and teachers. 
The disruption of the educational process by students 
who cannot function effectively within the classroom should 
not be tolerated. The alternative that most schools use to 
deal with this student--suspension--really does not solve 
the problem for either the disruptive student or the school 
itself. 
Individual Counseling 
One of the primary goals of counseling is to facilitate 
changes in the counselee's behavior. Behavior is defined 
as how a person thinks, feels and acts (Hutchins, 1976). 
Most counselors functioning in public schools see a variety 
of students who have widely different concerns and goals. 
Effective change strategies for these students suggests 
that no particular approach is totally effective for all 
people and situations (Carkhuff & Berensen, 1977). School 
counselors and others who function in a school setting do 
not generally have the luxury of choosing students with 
whom they would like to work. This situation suggests the 
merits of a comprehensive and flexible approach. 
The assumption of this section of the review of the 
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literature was that a person who does individual counseling 
in an educational setting is a professional who functions 
in a systematic manner, who fully recognizes individual 
differences and who uses counseling strategies that have 
the highest probability of assisting students in achieving 
counseling goals. These approaches may range from cogni-
tively oriented, rational approaches to affectively orient-
ed, non-directive approaches. 
Individual counseling and achievement. School guidance 
programs have developed with differing emphases. These dif-
ferences in program emphasis have given birth to a wide 
variety of programs of evaluation and research that have 
attempted to demonstrate the effectiveness of individual 
counseling on the personal adjustment and academic achieve-
ment of students. In general, the review of the literature 
revealed a potpourri of results that indicate that some 
types of counseling in some settings have extremely positive 
results (Deesch, 1974; Hansen & Sander, 1973; Hunter, 1975; 
Mizell, 1978; Murphy, 1975; Wearne & Powell, 1976) while 
other types of counseling in other settings appear to have 
little or no influence on student behavior (Albert, 1976; 
Larson, 1976; MacBrian, 1975; Rosentower, 1974; Shaffer, 
1970; Taylor, 1970). 
One of the objectives of a school guidance program is 
to help underachieving students demonstrate significant im-
provement in their academic functioning (Bensen & Blocher, 
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1969). Some of the researchers who have demonstrated that 
individual counseling is an effective method of improving 
the academic performance of low achieving secondary school 
students are: Dinger, ( 1973) ; Light & Alexakos, ( 1970) ; 
McGowan, (1968); and Thomas, (1976). Significant research 
in this area was done by Marcotte (1974). He identified 
students who had a history of achievement and behavior pro-
-----------------
blems in junior high school and initiated once a week de-
velopmental counseling sessions for freshman students. 
These students, approximately 11% of the class, did receive 
significantly higher grades after counseling than similar 
students who had not received counseling the previous year. 
Another study by Abbott (1978) attempted to determine 
whether a planned program, consisting of a 15 minute week-
ly session between the individual student and counselor, 
could have a significant effect on the grades and absences 
of a high risk student. The high risk student, as de-
fined by Marcotte, is similar to the underachiever in that 
both are poorly motivated for school achievement. To de-
termine what changes might have taken place in the exper-
iment, a study was made of the pre and post counseling 
grades and number of absences of the participating students. 
The comparison, using an analysis of variance, resulted in 
a statistically significant difference in both grades and 
absences for the groups. 
Similarly, Doyle, Gottlieb and Schneider (1979) made 
L;_ 
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a strong case for the merits of individual counseling with 
the reports of their research on intensive counseling with 
disadvantaged secondary school students in 32 New York City 
high schools. With a treatment group of 2,873 students the 
researchers found that those students who received inten-
sive individual counseling demonstrated statistically 
significant improvement at all grade levels when they were 
counseled for 1 year and in the first 2 years of high school 
when counseled for 1 semester. This statistically signifi-
cant improvement generally meant a grade level gain of .84 
to .87 in an 8 month period and a .50 to .56 gain in a 4 
month period, or a little over 1 month grade-level gain per 
month of school. 
Conversely, a study by Hamachek (1968), conducted to 
explore ways that counselors could counteract the negative 
and unfavorable parental appraisals of low-achieving high 
school students which reinforce their negative self-concepts 
and impair their ability to achieve, did not yield positive 
results. A 1 year counseling program was developed to 
counteract the negative parental influence through the po-
sitive influence of school guidance counselors. The coun-
selors alternately advised, listened and attempted to make 
the student reflect on his own problems. It was found that 
despite counseling the experimental group had lower self-
concepts than the control group, had lower grades, con-
sidered grades less important, and felt that teachers 
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thought less of them. This outcome suggested that the coun-
seling merely placed more pressure on the student to achieve, 
and thus unwittingly added to the detrimental effects of 
parental disapproval. 
Individual Counseling and Student Behavior 
As described earlier in this chapter, one of the forms 
-----'Of-behaY:i_o_r_·_t._ake_n___bv_d_isruptive students is that of non-
- ------·--------------- -
attendance. It was stated at that time that 11 from the psy-
chodynamic perspective chronic absenteeism is seen as one 
small part of a syndroms of non-conformist attitudes and 
behaviors'' (Biren & Natriello, 1978). If students are 
viewed as rebellious and nonconformist because they break 
school attendance rules, then absenteeism is being regard-
ed as a discipline problem. Indeed absenteeism is seen 
by school administrators as the major discipline problem 
(Duke, 1978). Absenteeism must, therefore, be viewed as a 
facet of behavior. 
The importance of individual counseling in the effec-
tive treatment of disruptive students was underlined by 
Parsons and Pepinsky (1966). Eighty-two boys identified as 
delinquent were selected as appropriate for individual 
counseling, half of whom were randomly assigned to the 
treatment group. One of the more immediate effects of the 
program was to raise the level of the participant's scho-
lastic performance. Another effect was to improve the be-
havior of the participants so that fewer of them were 
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reported to be discipline problems (p < .D1) • Forward, 
Kirby and Wilson (1974) also found that the establishment 
of interpersonal relationships through individual counsel-
ing with disruptive, delinquent adolescents was a key to 
changing their behavior. 
In a study involving 27 boys and girls who had been 
referred by a juvenile court for one-to-one counseling, it 
was determined that youngsters who received supportive in-
dividual counseling had significantly lower rates of re-
cidivism (p ·< .05). Abbott (1978) and Marcotte (1974), 
both mentioned earlier in this section~ also demonstrated 
significant improvement in the behavior of high risk stu-
dents through individual counseling. Similarly, Doyle, 
Gottlieb and Schneider (1979), while working to influence 
the academic performance of low achieving youngsters through 
intensive individual counseling, noted corollary benefits 
in that behaviors of long term duration were slowly being 
modified for many youngsters. These students appeared to 
be in the process of developing more positive self-images, 
greater self-confidence and fewer disciplinary problems. 
While conducting a study comparing the effectiveness 
of individual and group counseling procedures,Gaetz• (1972) 
most significant finding was evidence suggesting that both 
attendance and achievement of students identified as tru-
ants and underachievers were significantly improved by both 
individual and group counseling. Long (1971), Doverspike 
22 
~--
(1971), Larson (1976) and Gathers (1976) are others who 
have demonstrated that individual counseling can have po-
~-
sitive results when used vlith high school students. 
Summary of Individual Counseling Section. Given the 
~--
mixed results of previous research, there continue to be 
individual counseling programs which are successful. This 
suggests that individual counseling programs may be effec-
tive in improving the academic performance and behavior of 
high school students when environmental conditions are sup-
portive. This study included individual counseling by cer-
tified school counselors as part of the treatment under 
study. The unique aspects of this study were to contrast 
school counselors working with disruptive youth in both an 
intensive manner and in the usual, less intensive manner ~-
of the regular program. Since mixed results have been 
found in previous studies, it is important to continue to 
look for the specific variables which do appear to be nee-
essary for positive results to be obtained. One such var-
iable included in this study is the comparison of intensive 
high school counseling with disruptive youth versus regular 
high school counseling with this population. 
Peer Group Counseling 
Research is meager in the area of peer group counsel-
ing and peer group counseling with disruptive youth in par-
ticular. This section of this chapter will examine the 
research which has been done in this area with respect to 
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the dependent variable's being studied in this paper. 
Much of the research done on peer programs has tested 
the changes in self-concepts of the trainees as a result 
of the training. This evaluative approach is understand-
able because of the difficulty of measuring the impact of 
peer counselors on their "clients". The areas that are 
measured traditionally have been improvement of the "eli-
-----
ent • s" grade point averages; (GPA).. Studies that attempt 
to measure changes in the clients• personal or social be-
haviors have been of the self-report type and, thus, have 
questionable validity at best. 
Those studies which measured the changes in the skill 
levels of facilitative behaviors, such as Carkhuff and 
Truax (1969) and Gray and Tindall (1974), support the hy-
pothesis that people can change their behavior in int~r-
personal skills and, as a result, that they do improve in 
growth producing behaviors. ·sut the impact of their new 
behavior on others is much less objective in its outcome. 
Looking at those outcomes subjectively, researchers have 
concluded that changes of behavior are taking place, and 
the probability that the training of the peer counselors 
influences those changes is evident. The subjective and 
objective results of the studies that have been completed 
to date influence the conclusion, to which Scott and Warner 
(1974) agree, that beneficial effects occur when peer coun-
seling is used in the schools. 
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?,eer, SI,r,OU)?, ,c,ounseling r schoQ,l achievement and behavior. 
By far the largest number of studies dealing with peer 
counseling have been conducted at the college level. Five 
of the studies (Froman, 1971; Luther, 1972; McCarthy & 
Michaud, 1971; Murry, 1972; Upcraft, 1971), used peer group 
counselors to help students with academic problems. In 
each case the peers were used in addition to the regular 
counseling program. All five studies reported that the 
peer programs were beneficial. The studies by Murry, Froman 
and Luther were experimental in nature. rllurry found stu-
dent counselors effective in the academic area but not in 
the social area. Froman reported that peer counseling and 
individual reinforcement counseling significantly improved 
high risk students• chances of succeeding academically and 
remaining in school. In Luther•s study the GPA 1 s and self-
esteem of marginal students~were improved. Hamburg and 
Varenhorst (1974) ran a peer counseling program with stu-
dents in grades 7 through 12. Though they did not utilize 
a control group, the self-reports of participants indicated 
that the program was successful in academic, social and 
personal areas. Vriend (1969) evaluated a peer counseling 
program with low achieving juniors in high school in which 
the peer counselors acted as co-leaders in the group coun-
seling. In comparison with a control group, the experi-
mental group with the peer counselors had significantly 
improved grades at the end of the program. A study by 
~-
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Lobitz (1970), utilizing a control group, found that peer 
group counseling was effective in helping sophomores im-
prove their grades. 
Studie,s by Ware and Gold (1970, 1971), by Brown, Wehe 
;:::;--
and Zunker (1971) and by Brown (1965) also used peers as 
counselors with students and all reported positive results. 
The 1971 Ware and Gold study and the Brown (1965) study 
were of the self-report type, while the Brown, Wehe and 
Zunker (1971) study utilized control groups. Of special 
note is that the Ware and Gold Study focused on and found 
positive results (improved scholastic achievement) through 
the use of peers working with students who were of similar 
ethnic and socio-economic backgrounds. 
While all of the previously mentioned studies of peer 
counseling were not truly experimental in nature, the re-
sults are encouraging. It does seem that peers can help 
other students in the area of academics, and of particular 
importance is the finding that peers from the same general 
background as their "clients'' are effective. 
With junior and senior high school students, the evi-
dence is of conflicting outcomes of peer counseling. In a 
three year study, Engle and Szperski (1965) found that peer 
counseling had little effect on grades or the anxiety of 
7th, 9th, and lOth graders but did have a tendency to lower 
the number of disciplinary problems among the participants. 
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Contrasting these studies Margro (1973) found no. differences 
among peer .... led, counselor ..... led, and peer and counselor led 
groups dealing with the social behavior found among peer 
counseled, professionally counseled and control groups of 
9th grade students. Shorey (1981) conducted a study with 
90 thirteen year old middle school students in which she 
compared peer group counseling with achievement motivation 
counseling. The results showed no significant differences 
in achievement or acting out behavior, but there were sig-
nificant increases in attendance for both groups. 
Terrell, McWilliams and Cowen (1972) trained 24 stu-
dents to lead 36 counseling groups in the schools. Although 
the evaluation was "subjective" in nature, the results were 
positive. Kelley (1980), however, in his study with second-
ary students in an alternative high school found that peer 
group facilitation does not foster positive changes in self-
concept. Kern and Kirby (1971) used 7th and 8th graders and 
Vriend (1969) used higp school juniors as paraprofessionals. 
Both evaluations showed significant positive changes in be-
havior in the students with whom the paraprofessionals were 
working. 
Murphy (1975) studied the effects of peer group coun-
seling with chronically absent sophomores on the variables 
of attendance, achievement and behavior. Specifically, the 
intent of the study was to see if peer group counseling 
would significantly decrease the number of absences among 
ee-
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chronically absent sophomore;s between the second and third 
marking periods~ These absences were compared with absences 
among a like number of control students. The testing of the 
hypothesis and the analysis of the data revealed the follow-
ing findings: students with chronic attendance problems who 
received the treatment had significantly fewer absences than 
non-counseled students, at the . 01 level. It was not possi·-
ble, on the basis of the study, to state that the number of 
times a chronically absent student was sent to the office 
for discipline was significantly decreased. 
Summary of Peer Group counseling Secti·on. The liter,.., 
ature is limited concerning the research into peer group 
counseling in the public schools, but there is some evi~ 
dence that peers can be effectively used to help change be~ 
havior. The research that has been reviewed here does seem 
to suggest that peer counseling has been effective with be-
havioral problem students. While the research is generally 
inconclusive, peer counseling does appear to be effective in 
improving social adjustment skills, behavior, and academic 
achievement. The present study will provide additional in-
formation relative to the effectiveness of peer group coun-
seling when compared with individual counseling with dis~ 
ruptive youth in four high schools. 
Self-Concept 
Theorists Sarbin (1952), Rogers (1951), Snygg & Combs 
(1949) and Coopersmith (1959) have stated that the self~ 
~-
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concept is of paramount importance in man's total behavior 
pattern~ Several theoretical statements on the development 
and maintenance of the self~concept, however, emphasize the 
importance of the social environment. For example, Gecas, 
Calenico and Thomas (1972) discussed two prominent theoret'-
ical orientations, model theory and mirror theory, both of 
which emphasize the interplay between the environment and 
the individual. Model theory suggests that a child develops 
a sense of self-regard through the process of imitating 
various others in the immediate environment; mirror theory 
proposes that the self-concept is a product of the reflect-
ed appraisals of others significant to the child. Closely 
related to mirror theory is Festinger•s (1954) theory of 
social comparison. Festinger (1954) suggested that in the 
absence of objective standards of comparison, people use 
significant others in their environment as the basis for 
forming estimates of self-worth. The theory of social 
comparison processes, as it articulates with self-theory, 
has been explicated most clearly by Hyman and Singer (1967), 
who concluded that the self-concept is constructed on an 
edifice of social comparisons. Despite their differences, 
each of these theories suggest that the process by which 
the individual develops and maintains self-regard is cri-
tically dependent on the social group in which the individ-
ual resides. 
Scholastic achievement and self-concept. Results of 
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research leave little doubt that better students tend to 
have stronger self,...concepts. Studies employing a variety 
of measures of both scholastic competence and self-concept 
have demonstrated this relationship. Bachman (1970) employ-
ed a combination of items from Rosenberg's (1965) and from 
Cobb, Brooks, Kasl and Connelly's (1966) batteries to mea-
su-e the self-esteem of a representative sample of lOth 
grade male students. Their responses correlated (r = .23, 
£ ~ .01) with their reports of recent school grades. 
Prendergast and Binder administered the Tennessee Self-
Concept Scale (Fitts, 1965) and the Rosenberg Self-Esteem 
Scale to 366 urban 9th graders and correlated their scores 
with measures of scholastic proficiency obtained from the 
Houghton-Mifflin Test of Academic Progress. Self-esteem as 
measured by the Tennessee Self-Concept Scale was usually 
well correlated with reading proficiency (.98), and related 
to some degree (.32) with math proficiency. The Rosenberg 
Self~Esteem score was correlated with reading and math 
scores at .35 and .57, respectively. 
Epps (1969) measured scholastic achievement and self-
concept among black students in eight urban high schools. 
Rosenberg's Index of Self-Esteem was correlated with the 
students total scores on the School and College Abilities 
Test (SCAT) in the four northern high schools, and the Otis 
I.Q. Test in the four southern high schools, and with their 
grades in all the schools. The correlations with self~esteem 
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were r = .24 for total test scores and r = .25 for grades. 
Other studies which have been examined and found signi-
ficant relationships between chidren•s academic achievement 
and self-concept are: Purkey (1970), Black (1974), Bledsoe 
(1967), and Coopersmith (1965). A particularly interesting 
study by Rogers, Smith and Coleman (1978) found that a basic 
way in which academic achievement influences self-concept 
is through the :process of social comparision: the child com-
pares his/her own level of achievement to the achievement 
levels of others in the classroom; and, to the extent that 
the results of such a comparison are favorable, his or her 
self-concept is enhanced, but if the comparison is unfavor-
able, his or her self-concept may be diminished. 
McCandless (1961) stated that the self-concept is 
learned and has properties similar to drives. People good 
in art work at maintaining or improving their skill. On 
the other hand, individuals who are poor in speaking will 
not take up public speaking. Frazier and Comb•s (1958) 
research supported McCandless• thinking in that they found 
most failures in academic areas to be related to attitude 
rather than incapacity. Hamachek (1969)agreed, stating 
that people live in a manner that is consistent with 
their self-concept. They behave like the sort of person 
they perceive themselves to be. Students who perceive 
themselves as failures can find all kinds of excuses to 
avoid studying, doing classwork and homework or participat-
ing in class. Frequently this person ends up with a low 
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grade which the individual predicted would occur in the 
first place. The low grade confirms the poor image orig-
inally held by the individual. 
Disruptive behavior and self-concept. The basic pro-
position linking self-concept and disruptive behavior seems 
to be that the self-concept may be a causai antecedent of 
~------d-i-s-r-u-p-t;-i-ve-'be-h-a-v-i-o-r-(-~·~e-l-1-s--,-l--9-7-6-)----.-Th-i-s-a-s-s-tlmpt.-i-on--i-s-een------- --- -
sistent with the general analytic focus in social psychol-
ogy on the self-concept as a subjective judgment, since 
most of the studies which have been done in this area are 
correlational. Several aspects of self-conception are pre-
sumed to have motivational implications, in particular self-
esteem or self-regard. The self-esteem hypothesis postu-
lates that people are universally motivated to behave in 
ways that maintain their levels of self-regard at appro-
priately high levels. The self-esteem hypothesis is basic 
to structural accounts of disruption, which implicitly re-
late the effects of social conditions on behavior through 
self-esteem striving (Cohen, 1965). The self-esteem roo-
tivation is taken to be a psychological foundation of the 
social drive to achieve status, social esteem or respect-
ability (Zetterberg, 1966) and although explicitly develop-
ed and specified in only a few efforts (Hewitt, 1970; 
Kaplan, 1976), this motivational assumption seems to un-
derly most of the etiological work in disruptive behavior 
(Jones, 1979; Shrauger, 1979; Wilson, 1976). 
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Disruptive behavior in school is also seen as a de-
fense against self-derogation (Gold, 1978) • It is especial-
ly appropriate as a way of coping with low self-esteem for 
several reasons. First, inasmuch as the derogation is gen-
~-
erated by scholastic experiences, the behavior occurs at the 
time and place the pain is felt. Second, the appreciative 
audience that enhances its• effectiveness as a coping mechan-
ism is more readily found at school than elsewhere. Disrup-
tive behavior is seen to be a public performance mode of 
self-presentation. It is hypothesized that such behavior 
is motivated to enhance the self by the approval of others. 
In the school setting the disruptive student gathers a ready 
audience of peers with similar problems who will most ap-
preciate the performance. A third reason for coping by means 
of disruptive behavior lies in the message it conveys. At 
the same time that it functions as a performance, it is also 
a declaration of revolt against the criteria by which indi-
viduals come to regard themselves as failures. It defies the 
exercise of authority both over deportment and over standards 
for scholastic achievement, devalues the devaluation and 
rejects the devaluators (Cohen, 1965). 
There have been several studies pointing to the rela-
tionship between self-concept and disruptive behavior. 
Gold and Mann (1972) found the concept of self-esteem to 
be especially relevant in that delinquency, as demonstrated 
in disruption, was seen as a psychological defense. Mann 
(1976) replicated the previous study (Gold et al., 1972). 
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The 1976 study found that 15 to 18 year old boys, whose self-
esteem was markedly low, confessed to significantly more 
disruptive acts than other boys did. Massimo and Shore 
(1963) in studying 15 to 17 year old boys found a relation-
ship between self-esteem and disruptive behavior. In a 
predictive study involving over 4,000 junior high school 
students, Kaplan (1976) linked self-esteem with delinquent 
and disruptive behavior-.----
Summary of Self-concept Section. A review of the 
literature indicated that poor scholastic performance, mea-
sured by school grades and standard achievement tests, is 
related to low self-concept, measured by non-projective 
means, and that poor scholastic performance is also related 
to disruptive, delinquent behavior in school, whether that 
behavior is observed and rated by the teachers or the young-
sters themselves. Furthermore, there is evidence that :low 
self-concept is associated with higher levels of delinquent, 
disruptive behavior, and there is some indication that en-
hancing self-concept may reduce that behavior. 
Chapter Summary 
Disruptive behavior in the schools is a reaction by 
some students to their academic and social problems. These 
students are not comfortable in their present educational 
setting and react with forms of behavior which further alien-. 
ate them from the educational process, Research into dis,.., 
ruptive behavior has indicated that there is a relations·hip 
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among poor scholastic performance, self-concept, and delin-
quent, disruptive behavior. 
The results of studies with peer counseling and indi-:-
vidual counseling have demonstrated that both can be effec-
tive techniques when dealing with the disruptive student. 
To date most of the studies done in this area have concen-
trated on only one technique as it applies to the dependent 
------
variable(s).. Given this information it would be desirable 
to compare the efficiency of both counseling methods when 
used with the same population and identical dependent vari-
ables. It is also important that some measure of the usual 
high school counseling be obtained and contrasted to peer 
counseling to determine the relative effectiveness of each 
with this population. In this study high school counselors 
were not limited to a single counseling technique but were 
encouraged to use the counseling methods they normally used. 
Thus this study will present data on the effectiveness of 
the usual or regular counseling programs as they function 
in the public schools today. 
CHAPTER III 
PROCEDURES OF THE STUDY 
In this chapter, the method and the instrumentation 
used to examine the effects of individual and peer group 
counseling on a sample of disruptive high school students 
are presented. The specific dependent variables studied 
r-------------------------------------------~------------
were; attendance, grade point average (GPA), disruptive 
behavior and self-concept. The organismic independent 
variable was sex; self-image was measured by the Tennessee 
Self-Concept Scale (TSCS) • 
Population and Sample 
Population. The population for this study consisted 
of those ninth and tenth grade students who had been iden-
tified as "disruptive" by the faculties of four separate 
high schools. Two of these schools, Madison High School 
and Mount Olive High School are located in Morris County, 
New Jersey. Morris County is a large suburban area in the 
Northwestern portion of that state. The other schools, 
Foothill High School and Amador Valley High School, are 
part of the Amador Valley Joint Union High School District, 
and are located in Alameda County, California. Each of the 
four high schools has an enrollment ranging from 1200 to 
1800 students, and each serves a primarily suburban com-
munity. The communities themselves are similar in that 
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there is no significant socio-economic disparity among them 
and each would be classified as middle class. 
The procedure used to identify the target population 
-
at the four schools was identical. The discipline officer 
& 
at each school was asked to supply a list of those ninth 
and tenth grade students who the previous year had two or 
more school suspensions, five or more detention referrals, 
~------------------------------------------------------------------
two or more exclusions from class, or three or more teacher 
referrals to the school discipline officer because of of-
fenses other than tardiness or failure to meet minimum class 
assignments. Where tardiness or failure to meet minimum 
class assignments were part of a behavioral pattern that 
interrupted the work of other class members, these conditions 
were also included in the definition of disruptive. 
Sample. Students labelled as disruptive following the 
definition given above were identified in each of the schools. 
In one school the vice-principal was the person responsible 
for identifying and selecting the students who met the con-
ditions of being disruptive while in the remaining schools 
the selection of students identified as disruptive fell to 
the guidance department. Once the lists were compiled by 
these people, the researcher randomly selected a sample of 
24 students at each school, 12 boys and 12 girls. A meeting 
was held with these students soon after, at which the Direct-
or of Guidance explained that they were to be part of a pro-
ject which was evaluating different types of counseling. It 
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was also e~plained that this project would involve some test-
ing, and that participation would be voluntary. Those stu ... 
dents who did not wish to participate could withdraw. Each 
student was given a permission form to be taken horne, signed 
and then returned to that student's counselor. After three 
days any student who had not returned a signed form was recon-
=-----tac_ted_._Tho_s_e_s_tudents_who_had_not_managed _to._r_eturn_ a __ 
signed form after one week were replaced by others from the 
original pool of names. Of the original 96 students con-
tacted, only two chose not to participate. Three parents 
would not grant permission for their children to be involved 
until they had discussed the process with the individual 
in charge at that school. 
Procedure 
Once the sample of 24 disruptive students had been 
identified in each school, they were assembled as a group in 
a classroom, or similar facility, and administered the Tenn-
essee Self-Concept Scale (TSCS) as a pre-test. The students 
who missed this test administration were tested later in the 
same week on an individual basis. Each member of the sample 
also had GPA, attendance, and incidence of disruptive behav-
ior computed for the previous marking period. 
The sample of 24 was then subdivided into three groups 
of eight by random selection. The first group of eight was 
further divided into two groups of four, each of which 
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received a peer counseling treatment, This treatment con-
sisted of each group of four meeting v7ith a trained peer 
counselor one period a week for 10 weeks at a regularly set 
day and time during the school day. The length of a period 
varied from school to school, but was never less than 44 
minutes nor more than 48 minutes per session. The agenda 
for group discussion was determined by the students' con-
cerns, and topics most frequently discussed were grades, 
interpersonal relationships, self-image, alienation, and 
relating to parents and adults. 
The peer counselors at each school were eleventh and/or 
twelfth grade students who had participated in a peer coun-
seling training program led in the New Jersey schools by a 
member of each high schools' guidance department. In the 
California schools, the training was done by this researcher. 
The peer training program, except for the individual leaders, 
was identical at each school in that all follov7ed the Varen-
horst peer training guide. The Varenhorst program (see 
Appendix A) is a 12 session curriculum "tvith optional addi-
itional exercises. The training for the peer counselors in 
this study, at all schools, consisted of only the basic 12 
sessions. During these sessions adolescent concerns such as 
family problems, school issues, peer relationships and 
social and health topics lilrere discussed. Using these dis-
cussions as the vehicle, the prospective peer counselors 
were trained in verbal and non-verbal communication skills. 
~= 
39 
Techniques used to develop these skills were: role-playing, 
triads, one-to-one and group activities, the use of observers 
and follow-up discussions of all activities. 
During the 10 week peer counseling experiment, the peer 
counseling trainer at each school met with peer counselors to 
discuss their concerns as well as review progress of the 
~-------.gr-oups-.-~'T'his_meeting_was_held_"t.zeekl~-and_enahl_ed_the __ t_r_aine.._...r~---
to function in a supportive and an interpretive role as each 
of the weeks sessions were reviewed. 
The second group of eight was subjected to an individ-
ual counseling treatment. Each member of this group met 
with his/her guidance counselor for individual counseling 
once a week for a period of 10 weeks. The counselors uti-
lized were those who were originally assigned to each of 
these students. There was no attempt to select or discrim-
inate between certain types of counseling since the purpose 
of this study was to evaluate representative counseling 
techniques extant in the typical public high school. The 
counseling techniques which were used varied; most counsel-
ors used primarily techniques espoused by Rogers with be-
havioral counseling techniques described by Krumboltz also 
being used frequently. All were somewhat eclectic in that 
they used techniques from several counseling philosophies in 
their daily practice. 
The third group of eight was the control; it was a group 
in name only and received no treatment other than routine 
40 
guidance procedure. Routine procedure is defined as that 
occasional counselor-student contact which is generally not 
more than twice a year, unless student ini tiate.d. Records 
were maintained by the counselor as to the number of times 
these students were counseled during the treatment period. 
These students, except for pre and post testing were not con-
.1 
tacted in any way, unless the contact was a part of normal 
~------=--------=--------=c---------=-----c---------------------------
school procedure and would have occurred regardless of the re-
search being conducted. Of the 32 students comprising the con-
trol, 26 were called in by their counselor for failing grade 
conferences. No student in the control (routine counseling) 
was seen more than once during the 10 week treatment period. 
At the conclusion of the 10 week s·ession, GPA, atten-
dance, and incidence of disruptive behavior was again corn-
puted. The TSCS was also readrninistered after this 10 week in-
terval. All attendance figures were collected from the school 
attendance rosters. Grade point average was collected from 
records. As definitions of disruptive behavior were based on 
reported incidents of disruption, these figures were collected 
from the school's discipline officer. The scoring of the TSCS 
was done by this researcher. 
Measurement Instruments 
Tennessee Self-Concept Scale · (TSCS) • The scale consists 
of 100 items which are sub-divided into five categories. Three 
of these categories reflect how the subject answered the test 
in terms of variability, distribution and time. The positive 
-
,= 
41 
score is further broken down into nine subscores, each deal-
ing with some facet of how the examinee feels about him/ 
herself. These nine subscores are identified as identity, 
self-satisfaction, behavior, moral-ethical self, physical 
self, personal self, family self, social self, and a total 
positive score. Because it measures the overall level of 
self esteem the total positive score (Total P) is considered 
the most important single score in this instrument. 
Test-retest reliability for the scales has been shown 
to range from a low of .67 to a high of .92, the majority 
of scales falling in the .80 and .90 range. Content valid-
ity was originally established by retaining items in the 
scale only if there was unanimous agreement by the judges 
(seven clinical psychologists) that it was classified cor-
rectly. Wayne (1963) reported a .69 correlation between the 
TSCS Total P and Izard's Self Rating Positive Affect Scale 
as a measure of content validity. Predictive validity has 
also been established in which a statistical analysis invol-
ving a comparison of 369 psychiatric patients with 262 norm 
group non-patients demonstrated highly significant differ-
ences (.001) on all scale scores (Fitts, 1955). A study 
by Ashcraft and Fitts (1964) using the TSCS on a test retest 
basis with 30 patients undergoing therapy and a 24 patient 
no-therapy group, showed the therapy group changing signi-
ficantly on 18 of the 22 variables studies, while the con-
trol group changed in two variables over 6 months. 
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Grade Point Average. Each high school involved in the 
program was on a four marking period system with letter 
grades used for grade reporting. All grades used were sup-
plied by the guidance departments, which received copies of 
all students' report cards each of the four times they were 
issued during the year. For GPA purposes, letter grades 
were transposed to numerical grades in a 4 through 0 basis 
with an A being 4, a B being a 3, on down to an F which 
became a 0. Grade point averages for all students par-
ticipating in the program were computed twice. The first 
computation was made for that marking period immediately 
preceeding the students entrance into the counseling ex-
periment, and the second computation was made at the con-
elusion of that marking period during which the counsel-
ing experiment took place. 
Attendance. Both New Jersey and California public 
schools are required to keep daily attendance figures for 
state· funding purposes. Pupil attendance was reported dai-
ly, and at the conclusion of each marking period the stu-
dents' absences for that marking period are recorded on 
the report card along with their grades. At the end of the 
school year a total number of days absent is recorded. Dai-
ly attendance was not restricted to whole days; half day 
attendance is part of the computation in determining total 
number of days present. For the purpose of this study, all 
attendance figures were taken directly from the report cards 
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supplied by the guidance department. Attendance figures 
for all students participating in the experiment were re-
corded twice. The first notation of absenteeism was made 
for that marking period immediately preceeding the students 
entrance into the counseling experiment. The second nota-
tion of absenteeism was made at the conclusion of that mark-
ing period during which the counseling experiment took place. 
Disruptive Behavior. This study defined a disruptive 
student as one who•s behavior would necessarily be called to 
the attention of the schools• discipline officer. In each 
case those student acts which merited the following conse-
quences; detention, suspension and exclusion from class 
would all become part of the individual students• record 
with the person in charge of school discipline. The indi-
vidual responsible for discipline varied from school to 
school; however, each of the schools participating in this 
study utilized a vice, or assistant principal in that capac-
ity. In tabulating incidence of disruptive behavior the 
discipline officers provided data on each student in the 
sample for that marking period immediately preceding the 
students entrance into the counseling experiment and for the 
marking period during which the counseling experiment took 
place. 
Statistical Procedures 
The following hypotheses were developed to be tested 
in this study. The level of significance for rejecting the 
~ 
' -
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null hypotheses was set at .05 to balance the possibility 
of Type I and Type II errors. 
Hypothesis 1. There are no differences in school at-
tendance among students who have gone through individual 
counseling, peer group counseling, or routine guidance pro-
cedures. 
Hypothesis 2. There are no differences in reported 
incidents of disruptive behavior among students who have 
gone through individual counseling, peer group counseling 
or routine guidance procedures. 
Hypothesis 3. There are no differences in grade point 
average (GPA) among students who have gone through individ-
ual counseling, peer group counseling, or routine guidance 
procedures. 
Hypothesis 4. There are no differences in change of 
self-concept, as measured by the TSCS among students who 
have gone through individual counseling, peer group counsel-
ing, or routine guidance procedures. 
Hypothesis 5. There are no differences between males 
and females in terms of their reported behaviors among those 
who have gone through individual counseling, peer group 
counseling, or routine guidance procedures on (a) school 
attendance, (b) disruptive behavior, (c) grade point aver-
age, and (d) self-concept as measured by the Tennesee Self-
Concept Scale. 
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Statistical Analysis 
B-
Hypotheses number one, two and five (a) and (b) were fr .:;:-
tested using a 3 x 2 x 2 repeated measures ANOVA. The in-
dependent variables were treatment and sex, and the mea-
sures of school attendance and disruptive behavior were 
measured on two occasions. 
Hypotheses three, four and five (c) and (d) were 
tested using a 3 x 2 ANCOVA with the independent variable 
being treatment and sex and the covariate being the third 
quarter GPA (hypotheses 3 and5c) and TSCS pre-test (4 and 
5d). The dependent variables were the fourth quarter GPA 
and TSCS post-test respectively. If differences among the 
treatment groups were noted in any of the analyses, a Tukey 
HSD post hoc test was used to determine which differences 
were real. 
Summary 
In Chapter III the method of the study, the population 
and the instrumentation used to gather data was described. 
The procedures used to administer the peer counseling, in-
dividual counseling and control treatment have been explain-
ed. A discussion of the manner in which the collected data 
was treated and an analysis of that data will be presented 
in Chapter IV. 
CHAPTER IV 
FINDINGS OF THE STUDY 
The results of the analyses testing each of the hypo-
theses mentioned in Chapter I are presented in this chapter. 
The format which will be used throughout the chapter will 
be to present each hypothesis followed by the tabled data 
testing the hypothesis. A statement as to whether the by-
pothesis is to be rejected or not rejected will follow to-
gether with a statement as to the implications of the de-
cision. 
Attendance 
There are no differences in school attendance 
among students who have participated in peer group counsel-
ing, individual counseling and routine quidance procedures. 
H There are no differences between males and fe-
o5a 
males in this study in their school attendance behavior. 
An examination of Table 1 shows that both H 1 and H 5 o o a 
are rejected since a significant interaction among treat-
ment, sex and pre-post data was found as well as a signif-
icant attendance effect. Figure 1 shows that the absentee-
ism of students among these groups did decline but the de-
cline was only in the Individual Counseling and Control 
group females. The Peer Counseling group showed no change 
in terms of absenteeism for either sex. It is also clear 
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Table 1 
Results of ANOVA Testing Counseling Style and Sex Across Two Attendance Periods 
With Number of Days Absent as the Dependent Variable 
Source of Variance 
Between subjects 
A (treatment 
B (sex) 
c (sex x treatment) 
Subjects within groups 
Within subjects 
c (attendance) 
AC (treatment x attendance) 
BC (sex x attendance) 
ABC 
C x subjectswithin groups 
Sums of 
Squares 
1747.67 
14.45 
.34 
30.38 
1702.50 
456.00 
22.69 
25.34 
5.08 
29.39 
373.50 
Degrees of 
Freedom 
95 
2 
1 
2 
90 
96 
1 
2 
1 
2 
90 
Mean 
Squares 
7.23 
.34 
15.19 
18.92 
22.69 
12.67 
5.08 
14.69 
4.15 
F Value Alpha (. 05) 
.38 NS 
.02 NS 
.80 NS 
5.53 p <: • 05 
3.05 NS 
1.22 NS 
3.54 p <: • 05 
- - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - -
Table of Means of Number of Days Absent 
Pre Post 
Treatment Group Male Fema•le Total Male Female Total 
Peer Counseling 4.06 3.50 3.78 4.25 3.50 3.87 
Individual Counseling 3.62 4.37 3.99 3.00 1.68 2.34 
Control 2.50 4.57 3.62 3.06 3.18 3.12 
Total 3.39 4.20 3.79 3.43 2.78 3.11 
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Figure 1. Interaction Effects of Three Counseling Methods Across Two Attendance 
Periods by Female and Male Groups Separately. 
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that the Control group males did not improve in their atten-
dance, although the Control group females did. The only 
groups which show a consistent decline in absences were 
those females receiving individual counseling and control 
condition counseling from the school counselors. The ab-
sences declined from 4.37 to 1.68 for females and from 3.62 
to 3.00 for males in the individual counseling condition. 
There was also a decline in means, from 4.57 to 3.18 in the 
regular counseling (control) programs for females. 
Discipline 
H02 There are no differences in reported incidents of 
disruptive behavior among students who have gone through 
individual counseling, peer group counseling or routine 
guidance procedures. 
H05b There are no differences in reported incidents of 
disruptive behavior between males and females in this study. 
H02 and H05b are rejected since the results summarized 
in Table 2 indicate there is a significant sex ·by treatment 
interaction as well as a significant pre-post effect for 
discipline. Figure 2 illustrates that peer counseling was 
most effective at curtailing disruptive behavior with a 
decline in means from 3.96 to 1.78. Individual counseling 
showed a similar pattern with a decline from 3.62 to 2.28, 
while the Control group showed a decline from 3.43 to 1.87. 
Thus all three treatments did demonstrate a positive change 
with a reduction in incidence of disruptive behavior. 
\; 
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Table 2 
Results of ANOVA Testing Three Counseling Methods by Sex on Discipline Measures Pre 
And Post Treatment with Incidents of Disruptive Behavior as the Dependent Variable 
Source of Variance 
Between subjects 
A (treatment) 
B (sex) 
AB (sex x treatment) 
Subjects within .groups 
Within subjects 
c (discipline) 
AC (treatment x discipline) 
BC (sex x discipline) 
ABC 
C x subjects within groups 
Sums of 
Squares 
956.03 
3.03 
.04 
82.79 
870.97 
376.50 
138.33 
6.17 
.31 
2.46 
229.23 
Degrees of 
Freedom 
95 
2 
1 
2 
90 
96 
1 
2 
1 
2 
90 
Mean 
Squares 
1. 52 
.04 
41.39 
9.67 
138.33 
3.08 
.31 
1.23 
2.54 
F Value Alpha (.05) 
.15 NS 
.00 NS 
4.27 p <: • 05 
54.31 p <: • 05 
1.21 NS 
.12 NS 
.48 NS 
- - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - -
Table of Means of Incidents of Disruptive Behavior 
Pre Post 
Treatment Group Male Female Total Male Female Total 
Peer Counseling 4.93 3.00 3.96 2.50 1. 06 1. 78 
Individual Counseling 3.37 3.87 3.62 2.25 2.31 2.28 
Control 2.56 4.31 3.43 1.25 2.50 1.87 
Total 3.62 3.72 3.67 2.00 1.95 1.97 
1-1 
0 
·r-1 
:> 
111 
..c: 
Q) 
a:! 
Q) 
:> 
·r-1 
.jJ 
0-t 
:::1 
1-1 
Ul 
·r-1 
Q 
4-l 
0 
Ul 
.jJ 
~ 
Q) 
ro 
·r-1 
u 
~ 
H 
5.0 
4.5 
4.0 
3.5 
3.0 
2.5 
2.0 
1.5 
1.0 
Pre Post 
51 
__ Individual 
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Figure 2. Interaction of Counseling Method of Pre and Post 
Treatment on Incidence of Disruptive Behavior 
However, there were no ·significant differences between groups. 
Figure 3 shows that in both the pre and post measures, the males 
in the Peer Counseling group (Treatment 1) and the females in 
the Control group (Treatment 3) had a significantly higher num-
ber of incidents of disruptive behavior than the females in 
Treatment 1 and the males in Treatment 3. The number of disrup-
tive incidents for the males and females receiving Individual 
Counseling (Treatment 2) was not significantly different. Thus, 
the sex by treatment interaction can be attributed to groups 1 
and 3 since the mean number of disruptive incidents in the males 
and females receiving Individual Counseling were essentially 
the same. 
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TR-1 = Peer Counseling 
TR-2 = Individual Couns. 
TR-3 = Control 
TR-2 TR-3 
Sex by Treatment Interaction for Incidence of 
Disruptive Behavior Pre and Post. 
9rade Point Average (GPA) 
H03 There are no differences in GPA among students 
who have gone through individual counseling, peer group 
counseling and routine guidance procedures. 
HoSe There are no differences in terms of their GPA 
between males and females in this study. 
H03 and HoSe are not rejected. The results in Table 3 
indicate there .are no significant differences among the 
. ";· J ., :: 'll: · --ii:·~:·Trill·nr::ld.:.:::dil:~dr:mli~:::·.lJ1D:Eiil!l rrJ i' :1 nhi : :·nr.:· · ·11-it:~lir: I· lih·:·1 ·hlu::~lllilril1u:!i:llibli Jl.i 1i 
('1/ 
t.n 
Table 3 
ANCOVA Results of Tests of Effects of Three Counseling 
Treatments Across Sex with GPA as the Dependent Variable 
Source of Variance 
GPA Pre 
Treatment 
Sex 
Treatment x Sex 
Error 
Total 
Treatment Groups 
Peer Counseling 
Individual Counseling 
Control 
Grand Mean (X.) = 1.87 
Sums of Degrees of Mean F Value Squares Freedom Squares 
22.5333 1 22.5333 130.799 
.244 2 .122 .707 
.146 1 .146 .849 
.50_1 2 .025 .147 
15.332 89'- .172 
38.307 95 
Table of Adjusted Means of GPA 
X 
1.93 
1.87 
1.81 
X 
Males 1.83 
Females 1.91 
Alpha (. 05) 
NS 
NS 
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three treatment groups in terms of GPA. The results also 
indicate there are no differences between males and females 
in terms of GPA, nor was there any interaction between sex 
and treatment. Thus neither peer counseling, individual 
counseling nor routine guidance procedure appeared to have 
any effect upon the GPA of these students. 
Self-Concept (TSCS) 
H04 There are no differences in change of self-concept, 
as measured by the TSCS, among students who have gone through 
individual counseling, peer group counseling and routine 
guidance procedures. 
H05d There are no differences in change of self-concept 
between males and females in this study 
H04 is rejected, H05d is not rejected. The data indi-
cate that the null hypothesis can be rejected for treatment 
effects, but not for sex. The results of a Tukey HSD show 
that the control group scored better than the individual 
·counseling group and that therewere no differences between 
students• TSCS scores in the control and peer counseling 
groups. There were no differences in the means of males 
and females on the TSCS. (see Table 4). 
To determine more precisely where the self~concept of 
students had been affected, each of the 10 sub-tests of the 
TSCS were analyzed with an ANCOVA. The results of these 
analyses showed that three sub-tests differentiated among 
the treatment students; these sub-tests were: Identity, 
E-i'j-
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Table 4 
ANCOVA of Three Counseling Treatments 
Across Sex with TSCS Total Scores as the Dependent Variable 
Source of Variance Sums of Degrees of Mean F Value Squares Freedom Squares 
Total ·Pre 30059.493 1 30059.493 43.334 
Treatment 5176.953 2 2588.476 3.732 
Sex .003 1 .003 .000 
Treatment x Sex 958.671 2 479.335 .691 
Error 61736.440 89 693.668 
Total 97931.740 95 
Table of Adjusted Means of TSCS Total Scores 
Treatment Group 
Peer Counseling (TR-1) 
Individual Counseling (TR-2) 
Control (TR-3) 
TR-3 
Grand J.l.iean (X.) = 320.55 
X 
322.96 
310.57 
328.13 
TR-2 = 17.50 :> HSD (13.17) 
X 
J.l.iales 320.54 
Females 320.56 
High scores indicate positive feelings about self 
1- , .. , 
Alpha (. 05) 
p <: • 05 
NS 
NS 
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Physical Self and Personal Self. Tables 5 to 7 show ~...he 
resul{:s of the analysis for the three sub-tests which re-
sulted in significant differences. The following sub-tests 
were found not to show any significant differences among 
the treatments; Behavior, Social Self, Self Criticism, Self 
Satisfaction, Moral Ethical Self, and Family Self. Neither 
did the results for these sub-tests indicate any significant 
differences for males and females. The data from these 
latter sub-tests are presented in Appendix B. 
The results of Table 5 and Table 6 indicate the peer 
counseling and the control groups had significantly higher 
mean scores than students receiving individual counseling 
on the Identity and Physical Self sub-scales. Similarly 
Table 7 shows peer counseling and the control groups with 
significantly higher scores than the students who received 
individual counseling. However, on this, the Personal Self 
sub-scale, the control group also scored significantly 
higher than the peer counseling group. The higher scores 
indicate the more positive findings. 
Surruuary 
Hypotheses 1, 2 and 5ab showed significant interaction 
effects among treatment, sex and time. The individual 
counseling group showed more consistent effects in changing 
attendance but these overall differences were linked to sex 
with females showing the significant positive changes. Peer 
counseling, individual counseling and the control groups 
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Table 5 
ANCOVA Results of Tests of Effects of Three Counseling 
Treatments Across Sex with TSCS Identity Scores as the Dependent Variable 
Source of Variance Sums of Degrees of Mean Squares Freedom Squares F Value 
Identity Pre 5833.800 1 5833.800 
Treatment 1336.035 2 668.018 
Sex . 513 . 1 .513 
Treatment x Sex 44.621 2 22.311 
Error 7077.207 89 78.519 
Total 14292.240 95 150.445 
- - - - - - - - - - - - - - - - - - - - - - - - - - - - - - -
Table of Adjusted Means of TSCS Identity Scores 
Treatment Group 
Peer Counseling (TR-1) 
Individual Counseling (TR-2) 
Control (TR-3) 
TR-1 
TR-3 
Grand Mean (X.) = 116.70 
TR-2 = 
TR-2 = 
X 
120.53 
111.64 
117.93 
8.89 
•. !> 
6.29 
Males 
Females 
HSD (4.46) 
High scores indicate positive feelings about basic identity. 
73.363 
8.401 
.006 
.281 
X 
116.77 
116.63 
Alpha 
p<:.01 
NS 
NS 
(. 05) 
·~---.--------------------~~----~~--------------------------------------------~~. 
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Table 6 
ANCOVA Results of Tests of Effects of Three Counseling 
Treatments Across Sex with TSCS Physical Self Scores as the Dependent Variable 
Source of Variance 
Physical Self Pre 
Treatment 
Sex 
Treatment x Sex 
Error 
Total 
Sums of 
Squares 
1533.279 
402.002 
1.086 
83.452 
4775.691 
6795.656 
Degrees of 
Freedom 
1 
2 
1 
2 
89 
95 
Mean F Value Alpha (. 05) Squares 
1533.279 28.574 
201.001 3.746 p .05 
1.086 .020 NS 
41.726 .778 NS 
53.659 
71.533 
- - - - - - - - - - - - - - - - - - - - - - - - - - - -
Table of Adjusted Means of TSCS Physical Self Scores 
Treatment Group 
Peer Counseling (TR-1) 
Individual Counseling (TR-2) 
Control (TR-3) 
Grand Mean (X.) = 66.34 
TR-1 
TR-3 
X 
67.51 
63.46 
68.05 
TR-2 = 4.05 
TR-2 = 4.59 
X 
Males 66.23 
Females 66.45 
HSD (3.36) 
High scores indicate positive feelings about physical self 
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Table 7 
ANCOVA Results of Tests of Effects of Three Counseling 
Treatments Across Sex with TSCS Personal Self Scores as the Dependent Variable 
0"1 
l() 
Source of Variance 
Personal Self Pre 
Treatment 
Sex 
Treatment x Sex 
Error 
Total 
Sums of Degrees of 
Squares Freedom 
960.604 1 
714.094 2 
.860 1 
.292 2 
3412.444 89 
5087.740 95 
Mean F Value Alpha (. 05) Squares 
960.604 25.054 
356.547 9.299 p <:.01 
.860 .022 NS 
.146 .044 NS 
38 342 
53.555 
- - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - -
Table of Adjusted Means of TSCS Personal Self Scores 
Treatment Group 
Peer Counseling (TR-1) 
Individual Counseling (TR-2) 
Control (TR-3) 
TR-1 
TR-3 
TR-3 
Grand Mean (X.) = 62.45 
TR-2 = 
TR-2 = 
TR-1 = 
K._ 
62.45 
59.13 
65.87 
3.42 
6.74 
3.32 
X 
Males 62.54 
Females 62.36 
HSD ( 3. 09) 
High scores indicate positive feelings about sense of personal worth. 
------------------··-----··--""""' 
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all demonstrated positive results in changing disruptive 
behavior. These results were also related to sex in that 
females showed more change in the control groups while 
males made greater changes in the peer counseling groups. 
In terms of GPA there were no significant differences among 
the three counseling groups, nor were there differences 
between the sexes in GPA and self-concept scores. There 
was a significant effect in that the control (routine gui-
dance procedure) was apparently more effective than peer 
counseling or individual counseling in affecting self-
concept as measured by the TSCS. These results will be 
discussed in the following chapter. 
I 
CHAPTER V 
SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 
This chapter is divided into four sections: (1) a 
summary of the research project; (2) a discussion of the 
findings; (3) the conclusions; and (4) recommendations 
relative to the study and recommendations for further 
study. 
Summary 
The purpose of this research project was to compare 
two widely used counseling methods, as they are commonly 
employed in public high schools, to make a determination 
of their relative effectiveness with a population of stu-
dents labelled as disruptive. The areas of measurement 
were those qualities which are generally attributed to the 
more successful students; grade point average (GPA), atten-
dance, self-image and cooperative behavior. 
If either peer group counseling or individual coun-
seling proved more effective as a·guidence technique when 
working with disruptive students than the regular counsel-
ing provided in school, then such information could be use-
ful in case-study techniques of students referred for gui-
dance services in public and private schools. If one tech-
nique or the other proved to be markedly superior for de-
finitive statements to be made about relative efficiency, 
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such information could be valuable if the data yielded 
predictions of sufficient reliab~lity to be used by ~ublic 
school departments. This information would allow counsel-
ors to work on students' behavior and achievement using 
methods which have been field tested for that specific 
purpose, and which have demonstrated a high percentage of 
success. 
Method. Students who had been identified as disrup-
ti ve by the faculties of four different high schools were 
chosen from the populations of those schools. All prospec-
tive participants were contacted as to the nature of the 
program, and a permission slip along with a letter of ex-
planation was sent to the parents of each student. The 
final sample figure was 96 students, 24 at each high school. 
Results. The results of this study indicate that no 
general statement regarding the relative effectiveness of 
one counseling technique over the other can be made. Rather 
two techniques, individual counseling and routine guidance 
procedure, were found to be more effective in improving 
attendance behaviors, but only with females, and all three 
techniques appeared to be equally effective in reducing 
disruptive behavior. It appears that individual counseling 
is the more effective technique for improving attendance, 
although control group females also improved their atten-
dance figures significantly while the males in neither 
of these groups improved. The peer counseling group showed 
I' 
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no change in their levels of absenteeism. 
All three counseling techniques were found to be 
effective in reducing the disruptive behavior, but there 
were differences in the number of incidents of disruptive 
behavior between males and females. The individual coun-
seling group was most consistent in reducing disruptive 
behavior with no significant differences for males and 
females in that population. The males in the peer coun-
seling and females in the control condition had signifi-
cantly more referrals for disruptive behavior than the 
males in the control and the females in the peer counsel-
ing groups. None of the approaches were found to be an 
effective technique in making a significant change in GPA. 
The analysis of the GPA's for the students involved in the 
study showed that for neither males nor females were GPA's 
affected by any of the counseling techniques. 
Self-concept was measured using the Tennessee Self-
Concept Scale (TSCS) . Since this instrument treats self 
concept as a gestalt rather than a global construct a 
total score as well as scores on nine facets of self-
concept were measured. Significant differences were found 
on the total self-concept score between the control and 
individual counseling groups, with the control group hav-
ing significantly higher scores than the individual coun-
seling group. No differences were found between peer 
counseling and individual counseling, or peer counseling 
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and the control. On the Physical Self and Personal Self 
subscales, the control group obtained significantly higher 
mean scores than did either the peer group or individual 
counseling group. The one area where either of the two 
counseling techniques proved more effective than a control 
group was the Identity subscale. Peer Counseling in this 
instance was significantly superior to each of the two 
groups. Each of the remaining eight subscales of the TSCS 
showed no significant differences for counseling techniques. 
There was also no indication that males and females reacted 
differently to the TSCS as a result of their counseling 
experience. 
Discussion 
Attendance, Disruptive Behavior. In Chapter II when 
disruptive behavior was discussed there was no distinct.ion 
drawn between attendance and disruptive behavior since much 
of the literature reviewed made no distinction between the 
two behaviors. In this study a clear distinction between 
these two aspects of behavior has been made; therefore, in 
this discussion references to the same studies which have 
confounded attendance or disruptive behavior results are 
considered. 
The individual counseling group females were uniform 
in their decreased absenteeism. This finding is consistent 
with previous studies of individual counseling and disruptive 
students. Whether the students were identified as delinquent, 
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high risk or disruptive, researchers such as Abbott (1978), 
Gathers (1976), and Parsons and Pepinsky (1966) found that 
the establishment of. interpersonal relationships through 
individual counseling was a key to changing these students• 
behavior. In this study the relationships established by 
the guidance counselors with the students did appear to 
have a positive effect on their attendance behavior. One 
of the explanations for this positive effect would be the 
interest shown by the counselor in the disruptive student 
since this is perhaps one of the few times this type of 
student (disruptive) has been accepted by an adult. Another 
possible explanation for this finding is that students who 
discover that they are welcome in the guidance office will 
often use this as a ploy to skip a class which is either 
boring or otherwise not liked. Those disruptive students 
who are being called in frequently by their counselors 
would now not find it necessary to miss school entirely to 
avoid distasteful situations. They could simply say they 
were going down to the guidance office. Thus they would 
now attend school more frequently because they had a 11 Safe 11 
spot, the guidance office. 
The peer group students were not affected significantly 
by the counseling they were receiving and showed no change 
in their rate of absenteeism. In terms of attendance, peer 
group counseling can be seen possibly as being supportive 
of such behavior. Each member of these groups, with the 
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exception of the peer leader, would not be viewing absen-
teeism as negative or withdrawal behavior. A high school 
student counselor could not be reasonably expected to 
change that kind of thinking in 10 sessions, particularly 
when he/she is dealing with a group. Although these find-
ings would appear to be in conflict with Shoreys' results 
(1981), the difference could be attributed to the popula-
tions under study which were significantly dissimilar. 
Shoreys' sample was drawn from a middle school population 
(younger students) with an 80% multi-ethnic mix (20% Black, 
60% Hispanic) • 
The difference in change in absenteeism between males 
and females is more readily understandable when one takes 
cognizance of the male versus female outlook. A study by 
Carlson (1965) found that male adolescents were much more 
sensitive to feel~ngs of competency and personal development, 
whereas females reacted in terms of social development. 
Accepting this view would lead one to believe that female 
adolescents might be more susceptable to external pressure 
than males. 
The data provided by this research indicated that 
each treatment was effective in reducing disruptive behav-
ior for the respective groups. There were reductions in 
disruptive incidents with the peer counseling groups, in-
dividual counseling groups and the control groups. That 
the control group showed positive gains corroborates, in 
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this instance, the effectiveness of individual counseling ~-
since these groups differ only in the frequency of coun-
seling sessions. 
§::-
~--
These findings regarding the effectiveness of indi- -§-
vidual counseling as a modifier of delinquent or disruptive 
behavior are consistent with previous studies of similar 
r 
populations (Abbott, 1978; Marcotte 1974)w In each case 
there was significant improvement in the behavior of high 
risk students through individual counseling. It appears 
that individual counseling can be viewed as a process 
which meets some of the disruptive students needs for at-
tention. Since this student generally exhibits low self-
esteem (Woody, 1979), a situation in which an adult is 
relating with this individual in a regular non-punitive 
.,_ .. basis appears to have positive results. 
That peer group counseling can be an effective method 
for modifying disruptive behavior was not surprising, given 
the positive finding of Engle and Spzerski (1965), as well 
as Terrell, McWilliams and Cowan (1972). Each of these 
studies used trained students to lead student counseling 
groups and each reported a reduction in the number of dis-
ciplinary problems among the participants. The results are 
more readily understood when one considers the behavior being 
measured. Disruptive behaviors are defined as those behav-
iors that disturb either the teacher or students and draw 
negative attention to the student, as well as out of the 
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seat behavior that disturbs others (Mayer & Butterworth, 
1979). This behavior is rarely condoned even by other stu-
dents. Unlike absenteeism which does not involve others, 
disruptive behavior, by definition alone, does disturb 
others and can have consequences which are not necessarily 
confined to the perpetrator. A peer counseling group 
would be less apt to condone disruptive behavior and would 
probably view it as an infringement on their rights and 
time. With this type of an issue, peer group counseling 
would appear to be a powerful external motivation for ef-
fecting behavior change. 
Grade Point Average. The 11 no significant differences 11 
data gleaned from the ANCOVA on GPA is significant in that 
these findings are not new or unique. In a study by Hamacheck 
(1965) utilizing individual and group counseling methods 
with 50 high school students no significant changes in GPA 
were found. Counseling was found by Engle and Szperski 
(1965) to be effective in the reduction of discipline pro-
blems but had little effect on grades. These findings are 
in contrast to research which found high school students 
improving their grades when exposed to a planned program 
of individual counseling (Marcotte, 1974). Similarly 
there have been peer counseling programs which have effect-
ed positive change in achievement with high school students 
(Hamburg & Varenhorst, 1974; Lobitz, 1970; Vriend, 1969). 
The 10 week period devoted to this study, which had 
-
~ 
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measures taken immediately prior and post treatment, appears 
in retrospect to have been too brief for accurate apprai-
sals. By the time change is, or may have been, effected 
in the student there is no longer a sufficient period to 
make a significant change in school achievement as mea-
sured by GPA. There may be changes in GPA with these stu-
dents as a result of their counseling experiences, but 
these changes are more likely to be picked up at a later 
date. In addition a 10 week period has proven to be too 
short a time for counselors to effect major attitudinal 
changes without appearing to be applying undue pressure. 
Previous studies in this area, which achieved positive re-
sults, had longer treatment periods. Marcotte 1.S study 
(1974) compared grades after students had a full year of 
individual counseling. The results reported by Hamberg 
and Varenhorst (1974) are difficult to use for comparison 
since a control group was not utilized and results were 
gathered via a self-reporting method. 
Another explanation for the lack of any significant 
grade change could be the attitude of the instructors them-
selves. Since the classroom teachers were responsible for 
a majority of the reporting in this study their expectations 
may have had some effect on the results since the students 
chosen for study were already identified as disruptive. 
Self-Concept. Self-concept, as measured by this study, 
yielded four scores of significance. Three of these 
F-
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differences or changes in self-concept were effected in the 
control group rather than either of the two counseling groups. 
It would appear in this counseling experiment that the amount 
of time for counseling allowed within the experimental frame-
work was sufficient to raise questions regarding one's self-
image but not long enough to make any resolutions. 
The three areas not affected by either of the counsel-
ing groups but in which change occurred in control group 
students were: overall level of self-esteem (Total P), Phy-
sical Self and Personal Self. Each of these areas requires 
a personal evaluating of one's self, an appraisal of one's 
feelings of self worth. It seems that the counseling ses-
sions may have been raising questions without supplying any 
answers. It is also very possible that in the post evalua-
tion, immediately upon termination of the counseling sessions, 
insufficient time had elapsed for resolution of the rumina-
tion of these issues. 
An explanation for the control groups positive change 
is that the experiment had been conducted during the fourth 
quarter, or last marking period during the year. A natural 
feeling of exhilaration would occur at the conclusion of 
school activities, particularly with a group of students who 
are not happy with school in the first place. Also, the 
members of the control group, in contrast to the other two 
treatment groups had been under minimum pressure. They had 
been exposed to self evaluation sessions within a group or 
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with another individual. The one area where counseling ses-
sions, in this instance peer group counseling, made a pos-
itive difference was Identity. This subscale is a measure 
of the individuals describing their basic identity, that is, ~--
what they see themselves as being. The results of this 
study add to the evidence of conflicting outcomes of peer 
counseling. Luther•s study (1972) utilizing peer counselors 
with marginal students found an improvement in GPA and self-
esteem in contrast to Kelley's study (1980) in which it was 
reported that peer group counseling did not foster positive 
changes in self-concept. It is possible that the results of 
Luther•s research are suspect insofar as they relate to this 
study. The sample studied by Luther was drawn from a popula-
tion of college students, a group which differs from this 
~ . 
J group in both age and achievement since most of the students 
in this study will not attend college. 
The positive change 'effected by peer counselors in 
the area of Identity may be explained by the fact that, in 
this instance, the individuals are not making an evaluation 
or judgment of themselves, but rather a description of how 
they are; how they see themselves. It would appear that 
a peer counseling group would facilitate this process, 
particularly when one has the input of several peers. This 
is as opposed to an individual counseling process in which 
one has feedback from only one source, and that source is 
suspect, being an authority figure or at the least a member 
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of the institution•s administration. Given the training 
received by these peer counselors in techniques to build ~: 
self-concept and feelings of self worth, it is apparent that 
this training did effect changes in perceived identity. 
Summation 
All counseling strategies used were effective in re-
ducing disruptive behavior, none were effective in promoting 
positive change in GPA over a 10 week period. Individual 
counseling was effective in reducing absenteeism with females 
and routine counseling had a positive effect on self-concept. 
The observation by Carkhuff and Berenson (1977) that no par-
ticular counseling approach is totally effective for all 
students and all situations would appear to have some valid-
ity. 
Conclusions 
Individual counseling sessions by credentialled coun-
selors with disruptive students over a 10 week period yield-
ed data which indicated this type of intervention had im-
proved the attendance of female students. 
Peer group counseling, individual counseling and rou-
tine counseling sessions with disruptive students over a 10 
week period yielded data which indicated that all three of 
these types of intervention reduced the disruptive behavior 
of these students. 
Neither individual counseling, peer group counseling, 
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nor routine counseling sessions over a 10 week period sig-
nificantly affected school achievement as measured by GPA 
with disruptive students. 
Neither individual counseling nor peer group counsel- ~-
ing sessions over a 10 week period significantly affected 
self-concept as measured by the TSCS. 
High school girls appear to be more receptive to 
particular counseling strategies than high school boys in 
the area of attendance. 
Recommendations 
It is recommended that this study be replicated over 
a full school year. The variety of findings in the present 
study suggest a 10 week peiod may have been too brief for 
the counseling strategies to be fully effective. 
It is recommended that re-evaluations be conducted a 
full semester after counseling has terminated in order to 
measure any changes that may have occurred after time for 
actualization to take place. 
It is recommended that this study be replicated with 
the following delimitations: One counseling technique ver-
sus a control as opposed to two, one sex as opposed to both 
sexes, one school as opposed to four schools. The object 
of these delimitations would be to give the researcher more 
control and consequently the study could be more specific in 
its findings. 
It is recommended that a follow-up study be conducted 
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to determine why females in this study reacted more favor-
ably to individual counseling with regards to attendance. 
· Recommehda.tions For High School Goun.s·e16rs 
The following statements are subjective conclusions in-
ferred by th€ author from this research and based upon his 
professional experience and judgment. 
Counselors shoulrl be made aware that individual counsel-
ing techniques appear to have an ameliorative effect on some 
of the behaviors and attitudes of disruptive students. 
Counselors should be· made aware that peer counseling 
techniques can be effective and useful methods to employ 
when attempting to modify some of the behaviors of disruptive 
students. 
Counselors should be made aware that the routine coun-
seling methods currently employed in many high schools are 
beneficial to students who have been la.belled as disruptive 
in that some of their behaviors and attitudes are affected. 
[; 
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APPENDIX A 
The Varenhorst Program 
PEER COUNSELING TRAINING ACTIVITIES 
J.'OR STUOENT COURSE 
ScHsion 
Theme: Starting Training Groups 
1. Introductions - getting group started 
Method: Have·each member of group introduce themselves 
by giving their name, plus 2 things they like. 
It can be an activity, food, person, etc. 
2. Life Career Game 
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~ethod: Explain what they will be doing and its purpose. 
Play the Game, allowing about 20-25 minutes for 
teams to plan the week of the Profile students. 
Regroup students as a group and have each team 
discuss what they planned for the Profile student. 
Hold a discussion on how these things relate to 
the training they will receive in the subsequent 
sessions. 
REVIEW AGAIN, THE PURPOSE OF PLAYING THE GAME 
Distribute Consent Forms, explaining the purpose of these. 
PEER COUNSELING TRAINING ACTIVITIES 
FOR STUDENT COURSE 
Session II 
Theme: One-to-one Relating - Verbal communication 
1. Check for Consent Forms 
2. Introductions 
Method: Have each member of group introduce themselves 
again, this time by giving their name and 2 
things they dislike. Then see how many of the 
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;~-------------__ gt_oup_no_\Lkno_w~the_nam_e_s __ o_f_e_t_hers in_ the _gro~P~·,____ _____ _ 
3. Choose an observer 
(a) Review what they should be observing 
particularly regarding communication patterns. 
4. Theme activity 
Purpose of activity: a. Effective in talking with others. 
b. Effective in establishing contact 
with student counselor on the first 
contact. 
Method: Pair students, emphasizing meeting with someone 
they do not know. 
Tell them to talk with one another for 5-10 minutes, 
getting to know one another. 
Regather the group. Start group discussion by asking 
what happened. Focus on: 
(1) Who talked first 
(2) What was talked about first and then later 
(3) Was anyone nervous? Could the partner tell? 
(4) Did students use any other topic as openers besides 
school? 
(S) How does one convince another he/she is interested 
in what is said? 
(6) What physical behavior was observed? 
5. Ask observer to report on observations made. 
Use what is said to lead into discussion of a "first" confere.nce 
with a client. 
PEER COUNSELING TRAINING ACTIVITIES 
1:0R STUDENT COURSE 
Session III 
Tlll!mc: Non-verbal Communication, 
1. Check for any Consent slips that are not yet in. 
2. Choose two Observers for this session. 
3. Introduction to theme: 
a. Choose different types of feelings or emotions such as 
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~--------------------~n~ervousness, fear, loneliness, confiaence. ------------------------
b. Ask students to volunteer types of behaviors that people 
use when they are feeling these emotions. 
c. Discuss whether you can always tell what the feeling or 
emotion is by the behavior. What other clues can one use 
than the words that people use? 
d. Discuss tones of voice, facial movements, watery eyes, 
avoiding contact, etc. 
4. Activity: Triad 
Form groups of three. One student starts off by saying something 
that he fears or something he would like to change about himself. 
Another member of the triad interprets what the first said verbally 
without using the same words the first used. If he does not inU:!q,ret 
correctly, he must continue to try until it me~ts the satisfaction of 
the speaker. The third person interprets what he observed of the 
speaker's behavior. What body movements did he use? Did he look 
at the person to whom he was speaking? When did he change his 
tone of voice? 
Shift roles and repeat the process. Shift again until all have had 
a turn in .all three assignments. 
5. Regather the group for discussion. 
a. Talk about what they learned about themselves or others ~rom 
this activity. 
b. What did someone do that made them feel more comfortable in 
talking? 
c. What non-verbal behavior establishes trust in another? If 
students do not mention eye contact, talk about this. 
d. Ask students to observe behavior during the next week of peer 
students in their classes, of their parents and siblings, and 
of their teachers. 
6. Ask Observers to report what they observed. 
.. 
PEER COUNSELING TRAINING ACTIVITIES 
FOR STUDENT COURSE 
Session IV 
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Theme: l.lstcn!ng and Communicating to Others 
1. Choose Observers~ 
2. introduction to the topic. 
We have discussed principles of starting conversations and 
developing a verbal relationship with someone we don't know. 
We have also practiced observing the non-verbal communication 
that people use in relating to others. Now we are going to 
practice applying these concepts. 
~-Theme Activity: Welcoming someone new to Group 
Purpose of the Activity: a. To demonstrate the difficulty in 
applying conceptual plans in the dynamics 
of group behavior. 
Hethod: 
b. To assess ones ability in observing 
behavioral clues affecting communication. 
c. To test ones ability to adapt communication 
according to what is said and observed to 
establishing a satisfying ~elationship. 
Divide into groups of 4-5 in number, depending on total number of traiPin['. 
group. Ask each group to select a person who will be the outsider. Those 
chosen will be asked to leave the room for a short period of time. 
After the "outsider" has gone, each group discusses what they can do and 
will do to make the "outsider" welcome into their group. Wht:!n they feel 
they are ready, each of the "outsiders" are asked back and they go to 
their group. The group then role-plays what they have decided to do for 
the "outsider". 
· After 10-15 minutes of role-playing, the entire group gathers and the 
"outsiders" from each group report to the group how they felt about 
their reception. What things helped? What would have been more helpful? 
Relate this to specifics they can do on an individual basis to make a 
person feel at home or accepted in their presence, as well as in any 
group experience. 
4. The report of observers provides adequate topics for general discussion 
with the group on this activity. 
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
Theme activity for Adult Training Course 
Follow same procedure used in Student Course 
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Optional or Alternative Activity fur use in teaching this skill: 
1. Activity - The Listening Box 
Divide group into smaller groups of 4 in number. Explain the procedure 
which is: One person will volunteer to start by asking his group for 
advice on some problem he really has. He explains the problem as briefly 
or :1s fully as he chooses. When he is finished, members of the smaller 
group give him advice. It should not be prefaced with justifications, 
but should be as straight-forward as possible starting with, "I think 
you should ••••• " After the advice has been given the person seeking 
help tells the adviser what he heard him say. He must interpret 
ACCURATELY what the adviser said. If there is any part which is not 
correct, the adviser should again repeat his advice. When this is 
accurately interpret_e_d_,_anoJ:her-mem.ber-g-ives-adv-ica--arrd-the-pro_c_e_s-s·------
~-------~i~s~r~e_p_e~a-=ted. 
Another individual then takes the stand, asking for advice. The 
process is repeated. 
When each member has had his turn to ask advice, a general discussion 
can then be held regarding the listening process. 
Focus on: 
Reasons why a person did not hear accurately. 
What words were confusing? 
Did the seeker only hear what he wanted to hear? 
Were some members better listeners? 
Conclude with general reactions. Apply this to listening to teachers, 
to parents or peers. 
4. Report of Observers. 
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PEER COUNSELING TRAINING ACTIVITIES 
FOR STUDENT COURSE 
Session V 
Tlwmc.•: Ado h·H<'Pnt CorH'l•rns: l<'amlly ProblemH 
1. Choo:-w two Ohacrvcrs. 
2. Introduction to next four sessions: 
"We are shifting now in our training from personal communication 
skills to the use of these skills in workine with others. We will 
be practicing the skill of talking with another related to certain 
topics. These topics are family concerns, school concerns, health 
problems and peer relationships. Although most students deal w~th 
+---------ean-e-e-r-n-s-ab-au-t-f-am-i-l-y-,-s-c-lloo-l-ar,d-pee-rs----,-r"Lo-t--a-1-l-s-tud-eilt-s-frav e-ce-r-~a-i-n,---­
health problems. However all students must make personal decisions 
regarding drug usage, sexual behavior and other personal habits. 
Today we will consider family concerns. Next session we will look 
at the school with respect to the climate, whether friendly or cold, 
rules, and interpersonal relationships with teachers and the administra-
tion, goals, relevance, and curriculum content. The third session in 
this series will be spent on the health problems and finally wt will 
look at peer relationships." 
I 
3. Theme Activity 
·Purpose of the Activity: a. Sharing of typical family problems. 
Method for students: 
Alternative One: 
b. Learning to talk with another about a problem. 
c. New insights about family relationships. 
d. Sharing alternative ways of dealing with 
family problems. 
Ask students what are typical family problems students or they 
themselves, are currently facing. Either just get verbal suggestions, 
or write them on the board as they are suggested. When a fairly 
representative list has been compiled, ask students which of these 
is the most important, or is the most common among students. With 
this identified, ask students how such a concern might be initially 
presented to a peer counselor, how to explore what might be more 
basic issues underlying the complaint and what kinds of tl1lngs they 
might say to a person with such a concern. 
Exercise I 
After some suggestions have been given with some reactions, 
pick one student to role play a counselin·g situation with 
one of the adult leaders. The leader takes the role of the 
troubled student and the student the role of peer counselor. 
Role play this situation for several minutes. 
. . 
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Exerc !He rr 
Divide students into twos. Tell them to think of a family concern. 
Identify one of the students in each pair as an A (the person with 
the concern). Student B is the Peer Counselor. Give them 10 minut.es 
to role play. Switch roles and spend 5-10 minutes on the reversed 
roleH. 
Call all students back into the group and hold a general discuHsion 
regarding what took place in the role plays. 
. ' 
Poss~ble questions to ask in such a discussion would be: 
a. Which role was easier? Why? 
b. Did the counselor understand the problem? Did he leap to conclusions? 
c. In what ways did the counselor show he/she understood? 
d. Did the troubled student find the counselor helpful? What th~ngs 
were suggested? 
e. How did you feel after you were "counseled"? 
f. Did your counselor make you feel at ease? How, or why not? 
g. What were the suggestions made for dealing with problems? 
h. Did you feel they·would be helpful? 
4. Ask Observers to report on what was observed. 
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
Method for Adult Training Course: 
Follow the same procedure suggested for students. However, ask adults to use 
concerns in their own lives which they either have currently or have hnd or 
are aware of with other adults. These may deal with husband-wife relation-
ships, parent-child relationships, sister-brother, etc. Then proceed with 
Exercises I and. II as described above for the students. 
Report from Observers at end of session. 
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PEER COUNSELING TRAINING ACTIVITIES 
FOR STUDENT COURSE 
Session VI 
'l'lwmc: Adolescent Concerns: School Issues 
1. Choose two Observers. 
2. Heview the role of an Observer. 
Suggest that now as activities are related to application of sklllH, otlu.•t· 
observations may be made. Review what kinds of observing has been done and 
ask some member of the group to review what he/she sees is the role of the 
observer. Then restate the purpose of the Observer role, which is to pro-
vide feedback to the group as to what is occuring between members, among 
members in the dynamics of group discussions, and objective view of 
behavior. It is also a learning activity in assessing behavior of others 
and training oneself to be sensitive to and observant of behavi1 r and 
communication. lt also gives training in accurate and tactful feedback 
of information, This review seems to be necessary midpoint in the train-
ing, after some examples have been modeled through previous sessions, and 
to refocus the effectiveness of this role. 
3. Theme Activity 
Purpose of the Activity: a. To clarify factors which affect how students 
feel about school, 
Method: 
b. To examine alternatives for creating a school 
climate that meets the needs of most students, 
c. To identify sources of help and referrals for 
those who both work with students and for tho~::e 
who have problems. 
Select one of the profiles from the Life Career Game, or prepare on ahead 
of time related to school problems. 
Divide group into threes and designate one student as the adult counselor, 
one as the peer counselor and one as the student to be helped. The 
troubled student and the adult counselor read the profile. Then the 
student to be helped is asked to step outside while the adult counselor 
talks to the peer counselor, role-playing making a referral to the peer 
counselor. 
When each group has completed this activity, bring in each troubled student. 
Going from _group-to-group, have each group role play the first meeting 
between the peer counselor and the troubled student in front of the rest 
of the group. 
It is sometimes more fruitful if different profiles are used with each 
group. This leads to less duplication as role-plays continue. Or 
each group can role play privately, sharing their reactions. However, 
watching others is also a learning situation. Caution group to focus on 
purpose of exercise as an introductory experience. How do you make an 
initial contact. Warn against trying to solve everything in this initial 
contact. Focus on laying the groundwork for developing a relationship. 
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4. Regather everyone into a group for general discussion. Such qu~stions 
as these might be used to start the discussion: 
a. What did you see happening in each group? 
b. llow effective was the adult referral in helping the peer counselor 
get started? Was there agreement between the problem as perceived 
by the adult referral person and the needs and wishes of the counselee? 
c. Did the adult counselor tell the peer counselor too much or too llttlu1 
d. Did you see peer counselors showing interest in the student in a way 
that is acceptable to the counselee? 
e. What would be the most effective way to open the top:lc of the problem? 
f. Was the problem introduced too early in the conversation? 
g. What is the most important task to accomplish on the first contact 
between the peer counselor and the student? 
h. Assessing the appropriateness of the problem as within the domain of 
a peer counselor or not. 
5. Ask Observers to report and ask the group to respond to what the 
Observers say. 
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
Method for Adult Training Course: 
Identical procedures to those used in student course. 
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PEER COUNSELING TRAINING ACTIVITIES 
FOR STUDENT COURSE 
Session VII 
Theme: Adolescent Concerns: Peer Relationships 
1. Choos~ two Observers. 
2. Introduction to the topic. 
Althougl1 students have been dealing with peer relationships in all of 
the sessions, a particular focus is given to this session. When 
students work with other students the}'__fre_quent_ly___i_d~ntif_y __ p_er_sonalit-y, __ _ 
traits, habits or characteristics that interfere with satisfying peer 
relationships. Those characteristics that could be changed through 
helpful feedback might assist a student to a happier, more satisfying 
life. 
One of the skills to be learned is how to talk to a person about a 
personal trait or habit for the purpose of helping the other learn 
more rewarding behavior, if he so desires. This is the skill of 
speaking honestly and kindly to someone about a sensitive issue. It 
is important to emphasize in a discussion on this topic, anticipated 
kinds of problems that one encounters, as well as the concept that 
one does not call attention to a trait or characteristic about which 
the person can do nothing. For example, don't criticize big feet 
when a person can't do much about them. 
3. Theme Activity 
Purpose of Activity: 
Method 
a. To experience what it feels like to be 
approached about a sensitive personal 
characteristic. 
b. To observe the misunderstandings that occur 
when someone tries to "talk about a problem 
indirectly. 
c. To illustrate the common ways people handle 
criticism and to identify effective ways of 
getting a person to change. 
Ask each pers.on to write on a piece of paper a characteristic habit or trait 
someone they know which is offensive or which creates problems in personal 
relationships. Offer the option to each group member either using the trait 
they have described, or of getting a different one from the pool of those 
provided by the group. 
Divide the group into pairs. Each member of the pair has an identified trait. 
Start the exercise by having one person take the role of the person with the 
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chnracter1st1c and the other the peer counselor. The Peer Cdunselor 
dews not read· the characteriBtic to the person, but attempts to talk 
to that person ABOUT the problem. After 5-10 minutes of role play 
the pcnwn with the hypothetical problem tells hls "counselor" what 
he thought the problem was. Reverse the roles using the other 
hypothetical trait, duplicating the procedure of the activity. 
After 5-10 minutes of the second role play bring the group together 
1\----------f.-O-r-a.-g-ene-r-a-l-d-i-sc-uss-1-on-.-Uee-suGh-ques-t-iens-a-s-:.--------------
a. Did the person "counseled" accurately identify his "problem"? 
b. What approaches were used to introduce the sensitive issue? 
c. What did you feel as you were being told about this problem? 
d. How did you respond to what the "counselor" was telling you? 
e. Did the "counselor" suggest concrete ways to overcome the problem? 
f. Did you feel that the "counselor" really cared about you and 
the problem you had? 
g. What are the most effective approaches to sensitive ar0as? 
h. How did this exercise relate to the first exercise of the 
training when pairs were getting to know one another? 
4. Ask for a report from the Observers 
. . . . . . . . . . . . . . . . . . . . . . . . . . . . 
Theme Activity for training for Adult Course: 
Use the same procedure as suggested for Student Course. 
-·-- ----·-------·------------
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PEER COUNSELING TRAINING ACTIVITIES 
FOR STUDENT COURSE 
Session VII I 
Tlu•mt•: Adolt•tu·<·ut CurH'<•rnu: Current Social and Health Dt•dH1onH 
I~ ChcHIIH' lwu OhHc.•rvl'rll, 
2. Introduction to the topic, 
Although the prime topic to be covered in this session is helping students 
with drug problems, students may feel that other health topics, i. e. 
V. D., pregnancy, acne, physical development, etc., are more relevant. 
The theme activity can be adapted to whatever topic students feel is the 
most critical. To elicit their feeling in this area, obtain l~stings of 
1
----------...p"'r"'o't>lems as you dTd regarding family concerns. Dearthen witfithe 
problems they feel are most critical. 
Drug abuse is a topic usually discussed. It is important to evaluate 
personal attitudes and opinions regarding drug problems. Tl1is can be 
done by a brief discussion related to the question, "What really is a 
drug problem? When does one feel that drugs are being misused and when 
would you feel that a person needs help from another?" It is important 
that this discussion not fall merely into an information sharing debate 
regarding factual knowledge of drugs. You are attempting to bring out 
feelings regarding drugs and drug usage and components of decision-
making about drug use. This same method can be used for any other 
health problem topic. 
3. Theme Activity 
Purpose of Activity: a. To provide practice in talking to someone 
about a "touchy" problem, a problem \vith 
social recriminations attached to it. 
Method: Profile building 
b. To illustrate the multiple interwoven factors 
of concern affecting the stated problem, 1.0., 
broken home, isolation, low self-esteem, etc. 
as predisposing factors. 
c. To illustrate the need for referral resources, 
the limitations of involvement on the part of 
peers which is appropriate, and to think of 
alternatives to helping a person with such problemti. 
Have each person in the group think of someone they have known who has 
this problem or one thinks has such a problem, After they have thought 
awhile, tell the group that they are going to develop a profile b1HWd on 
the char~cteristics of the persons they have thought of. It will be done 
by one person starting and saying one characteristic of tlle person they 
have in mind. The next person adds to this characteristic based on the 
person that was considered, and so on all the way around_the circle. 
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If tlu~ group iH large, divide the group into smaller groupt> of about 8-10 
for thlu activity. E11ch group would create its own prof!le. Wht.>n each 
pe•rtlflll hllli addt•d to tlw profile, chooHe souwonc to talw tlw rolt• ,d tilt' 
ptufflt• l'l"l'lllt•d. t:JJIIIIIII' lllllllllt'r (o (HI tht> ptH'r t'OIIIltWior 1111d lht•JI fnflflllt• 
''tole· pl11y III'IWe•t•JI lht•lft• two with llu• v,roup lwlnv. nht~e•rve•rtl. 'f'ldre Ire on•· 
nl !Ill' mnn• dill lt'ult IIHtdgnm<•nlu 'In lhc courH<• nml II 111 rlllmt·llme•rt hnrtl 
for till' peer counselor to get started. Suggest to the group tl111t tlu·y 
offer ideas as to how the peer counselor could get started, modeling that 
the observing group are helpers, not critics. After they have role-played 
for awhile, the group could select two others to role play with the same 
profile. 
After 15-20 minutes of this activity, bring the group together and discuss 
what went on in the role play. Do this through such questions as: 
------------------
a. What was the hardest part of being a peer counselor? How did 
you feel in your role? 
b. How did the troubled student feel or react to what the peer 
counselor did? 
c. Dld the 11 counHcling 11 turn out to be a question and anflwcr l.WHslon'! 
d. What do you think n student really would do H they were nppplacliL'd 
in this manner? 
e. Did the peer counselor attempt to get to know the student or did he 
start right in with the problem?· 
f. If multiple groups did the role-play, compare the different approaches 
used. 
g. Discuss effective ways of helping students with this problem :md the 
identification of what a peer counselor should be trylng to accump ll•;h 
through such counseling sessions. 
h. Difference between counseling and advice-giving. 
4. Spend some time reviewing for the group the types of problems which are 
appropriate for peer counselors to attempt to deal. Emphasize that: 
a. That sometimes the most important work they do 'La to be a bridge bctwel'll 
the troubled student and a professional person. 
b. That being judgmental in the evaluation of a person with problems is 
usually detrimental to helping them. 
c. That the peer counselor can't take over and do the work for the 
troubled student. It is important in making referrals that the 
student take the responsibility for making the contact. The 
peer counselor can support and assist at times. 
d. Tl~t not all problems can be resolved. Not all people want to be 
helped and that a person has a right to keep their problem. 
e. That difficult problems show slow progress sometimes and the peer 
counselor must be aware of possible discouragement. 
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5. Ask for a report from the Observers. 
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
Method for Adult Training Course: 
Identical procedures to those used in student course. 
PEER COUNSELING TRAJ:-:ING ACTIVITIES 
FOR STUDENT COURSE 
Session IX 
Theme: R~fcrrnl Resources 
1. Introduction to the Topic: 
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This is primarily an information giving session. It is important that 
as students begin dealing with a variety of problems they, as peer 
counselors, should be informed as to the multiple resources available 
where students, and parents may receive help, both i.n the school 
• district and in the conununity. For this session and___f_QJ"_US_l~b_y_tJl~----­
Peer Counselors, it is suggested that a resource list be prepared, 
compiling a recommended list of those available. It is important 
in compiling this list that each of the agencies, clinics, drop-in 
centers be investigated as to their reliability and responsible service. 
Sue!\ a list would include resources for Drug abuse problems, emotional 
and famlly problems, Law and Justice and Pregnancy and Pnysical Health. 
Host of the session would be spent reviewing theqe resources. 
2. Review of Resources within the inunediate school where students attend, 
and the school district at large. 
a. Ask students to volunteer where they might go for help within 
their own school. Review the kinds of problems they might take 
to the counselor, the nurse, the vice-principal, the teachers 
and other administrative personnel. 
b. Discuss how students go about getting such help; what keeps 
students from seeking such help; how helpful do they view 
these individuals. 
c. Review the services provided by the school district beyond 
their own school. 
3. l{cview the prepared list of conununity resources, relaying the prneeLlure 
for obtaining help from these agencies and clinics, hours tl\ey nr~ open, 
when one might go to one rather than another. 
4. Discuss principles for use of resources and significance of their 
role in helping other students to seek help. 
a. ~1ere would one turn first when a problem seems too severe to 
be handled by a peer counselor? 
b. Discu6s students concern with confidentiality and fears regarding 
revealing some problems and the possible consequences they feel 
might ensue, if they went to someone within the school. 
c, Review the fact that many students do not seek help because they 
do not know where to turn. 
d. Emphasize the appropriate role of the peer counselor: 
(1) He does not make the contact with the agency for the student; 
ht.• g lves the studl'nt the infonnation and leav(~S the 
responsibility of following through with him. 
Although he may be a support at times. 
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(2) For some problems he may as a peer counselor turn to 
an adult to report the problem, seeking advice as to 
what should be done. 
(3) lie diRcusses with the student the permission to d1Hc'UHH 
the problem with someone else. 
(4) He faces the possibility that students may not utili Zl.~ 
the help available. 
s-.--Answer questions that students in training may raise aoout these 
resources. 
6. Urge students to keep this ·list readily available for use in their work. 
l)t·:t·:l< Ct>LINSEI. IN<: THA f N lNG ACTIVITIES 
FOR STUDENT COUI{SE 
Session X 
Theme: Strategies for Starting Assignments 
1. Choosu two Observers. 
2. lntroduction and General Discussion: 
The training course now turns to practical application of skills 
that have been learned. At this point in the training, if some 
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11----------seneral_assignments_could_be_gbren to students, thP-_ latter_sess ions. ____ _ 
of training can be more productive. Such assignments might be 
meeting with sixth graders preparing to come to junior high; ninth 
graders preparing for high school; meeting new students to tl1e school 
that year; seeking out foreign students to explore how they hav~ felt 
about their time in a particular school. 
Review the procedure one might follow from the time an assignment 
is given to the peer counselor. 
a. How was the contact made? 
to take the assignment? 
someone who needed help? 
Did the counselor ask student 
Did the peer counselor notice 
Did a teacher ask for the help? 
b. Discuss ion of the task with the person who made the rd L·rral. 
Is the peer counselor clear as to what he is attempting to do 
in this assignment? Where should he get further information'! 
How much information is needed? 
c. Assessing the problem. Opportunities for observing the 
"counselee" in social groups, classes, on play ground, etc. 
d. The First Contact. Ask students to share their ideas on how 
one might approach the "counselee" for the first time. \.J'here 
should it take place? How should one start? If students do not 
mention it, suggest: 
(1) Inviting the student to have lunch or brunch with you, 
where the first contact is limited by time and can be 
quite social. 
(2) Agreeing to meet for a coke after school, or to go for 
a walk. 
(3) Arranging some mutual activity during the school day. 
(4) Finding a mutual time for a talk. 
3. Theme Activity 
Purpose of Activity: a. To practice the first awkward meeting between 
peer counselor and student. 
Method: 
b. To Illustrate some common problemH In 
getting started~ 
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c. To encourage and build confidence in taking 
an assignment. 
Prepare various types of typical assignments. Choose someone to be 
the peer counselor and take him aside to describe .the problem. Choose 
another student to be the student counseled. Have the Peer Counselor 
structure how the first meeting takes place and have them role play 
the first contact. · 
2---------,Ask-the-rest-of-tb-e-training group to give suggestions and reactions 
to what they observed. 
Repeat this procedure with a different assignment and two different 
students. Continue to do this until all students have participated 
in a role play. 
Discuss with the group what they experienced and learned from this 
activity, focusing on avoiding those approaches, words, etc. that might 
be offensive to the student being counseled. 
4. Ask for a report from the Observers. 
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
Training Activities for Adult Course 
···1. Review the points in the general introduction and discussion. 
2. Theme Activity for Adults should focus on role-playing appropriate referrals 
to peer counselors and what they can do to assist peer counselors get started 
in an effective way. 
PL·:ER COUNSELING TRAIN INC ACTIVITIES 
FOH STUOENT COURSE 
ScttHion XI 
Theme: Strategies of Counseling: Teaching skills 
1. Choose Two Observers. 
2. Introduction. 
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Throughout the training course students have been taught skills they 
will need to help others. At the beginning, trainees are concerned 
:---------~wn.llthemselves andtheir aoiTity to do cerfiiln--ffiTngs .-As-flfef·~o~c""u""s __ _ 
of the training is turning to applying these skills, it is the 
appropriate time to draw from them their perceptions of what they will 
be doing and their ideas of their role as counselors. They may not 
even know the meaning of the word "peer" and may think of themselves 
working in an office with requests to see them. Further, they may 
think of "counseling" as listening to a problem and coming up with 
advice as to what the other should do. Clarification of the counseling 
role is appropriate, based on the following concepts: 
a. There is a difference between "advice-giving" and "counseling". 
One assumes the other does not know what to do; the latter 
assumes that there are alternatives from which the client 
chooses what is appropriate for him to do. 
b.· Merely listening to another with sincere interest and 
attention, can be helpful. 
c. No one has all theanswers to every problem. Admitting 
to not knowing an answer does not mean they are failures. 
d. One does not have to take the "counselee" on as a close 
friend. One wants to help the person to be independent of 
the peer counselor by teaching them skills they do not have. 
e. Some effective counseling is that which actually teaches the 
other behavior and skills he does not have. 
f. Constructive use of himself but not merely exchange of 
mutual problems. 
3. Many problems for adolescents arise from an inability to talk with 
significant adults in their lives, such as parents and teachers. 
llelplng students learn to ask questions, obtain information, express 
feelings cnn he beneficial in solving problems. Previous exercises 
have dealt with family problems. This session can focus on teachlng 
students how to talk with teachers and other significant adults and 
on changes in their own attitudes as a result of their contacts with 
the group leader. 
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4. Tlwmc Activity 
Purpose of activity: a. To overcome fear of approachi.ng a person in 
authority regarding a problem. 
b. To learn appropriate questions that do not 
offend the other or antagonize the other. 
c. To illustrate misunderstandings that arise 
from not talking to such adults or of 
responding in inappropriate ways. 
Method 
Have the group develop a profile of a teacher, describing characteristics 
of one who might be hard to talk to. Ask someone to take the role of tl1at 
teacher. You as leader present different situations in which a student 
might want or n_e_ed_to_talk-with-that-teacher-.-As-a--s-ituat-ton-1-s-pr-e-sT:rrt_e_d-,--
~-------------------' 
each member of the group takes a turn talking to the teacher about th:1l 
problem. Before going on to the next situation, have students reoct to 
which approaches were the most satisfying or effective. 
The person taking the role of teacher can be rotated for each situation, 
so that each member gets the experience of what it feels like to be 
approached in certain ways. Possible situations might be: 
a. Student feels his work has been unfairly graded. 
b. Student tl1inks teacher has treated one student unfairly. 
c. Student is confused by the directions teacher gives~ 
d. Student feels teacher is inconsistent, by adjusting as~ignment 
deadlines to the negligent student, rather than the one who 
is prompt. 
e. Student wants to ask teacher to write a recommendation. 
f. Student needs advice on how to proceed with an assignment. 
g. Student feels he cannot learn what the teacher is teaching. 
5. Make an assignment for the last session, asking each member of training 
group to approach some adult during the next week about a concern, 
practicing what was learned in the session that day. 
6. Ask for a report from Observers. 
Theme Activity for Training for Adult Course 
Use the same procedure as suggested in Student course only reverse the 
communication pattern, having adults practice talking to an adolescent 
about a sensitive area. Also give adults an assignment to do. 
PEER COUNSELING TRAINING ACTIVITIES 
FOR STUDENT COURSE 
Session XII 
Theme: Hevicw of course and Discussion of potential assignments 
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Tltis session will vary depending on where the training group may now 
be. It can be spent in answering questions students may now raise; 
doing more role plays on certain skills; having students discuss 
their own problems having members of the group "counsel" them, or 
asking students what areas they would like to deal with in the last 
session. There usually are loose ends that need to be summarize]. 
f--------__cS~ug_g est ed Rrogr am migll_t_b_e_: ___________ _ 
1. Have eaclt member report their experiences in carrying out the 
assignment of the previous week. What happened when they 
approached the adult? Were they nervous? What kinds of 
problems were discussed? 
· 2. Ask each member to review the most significant thing they 
learned from the course. Have they used any of the skills in 
various parts of their life during the training? 
3. What would they have liked more time given to in the training? 
4. Suggestions for improving the course. 
5. Answers to their questions about what comes n~xt. 
6. If some potential assignments are available, discuss these 
with the group. 
7. Describe the method of continued support help for them as 
peer counselors through the practicum groups and continued 
interest of adult trainers. 
PEER COU~SEL!NG TRAINING ACTIVITIES 
fOR STUDENT COURSE 
Additional Optional Exercises 
Ttcme: Diagnosing meanings of behaviors 
1. Choose two Observers. 
2. Explanation of activity for Leader. 
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An part of tl1e training course, students need to come to understand 
their own behavior ,_goals_,_anf:Lp_r_o_blems_._It __ is_f_elt-that-t lte.-tr-aining~-­
does affect personal views of self and can help students raise their 
self-e~teem. As an evaluation tool and a learning activity, students 
are asked to do a little self examination and diagnosing. 
3. Introduction to Activity. Hand out blank piece of paper. Ask students 
to sit quietly for awhile and think of adults they think or know they 
admire. It can be a person in their actual environment, or someone 
they knew through reading, publicity, etc. Ask students to write these 
names down. Then ask students to try and think why they admire these 
people. Do they have something in common? 
Aft~r they have thought about this, ask them to think about themselves. 
First think about what they think they were like 2 years ago. Do they 
feel they have changed? On a slip of paper ask students to begin 
building a life line. If necessary draw one on the board, using your-
self as an example. On this line write what they were like'two years ago. 
In the middle of the line indicate the present. What are they like nm-.'? 
Try and think about their life in specifics. What are they like in their 
peer relationships, in their family relationships with parents and siblings, 
in their hobbies and interests? How satisfied JQ they feel about their 
life? Have them circle the things about which they feel a sense of 
competence and are most proud. 
Finally, have them write at the end of the line a projected adult 
assessment for themselves. What would constitute personal satisfaction 
for them with respect to a job, peer relationships, i spouse, their. 
parents, and recreational activities. What are the most important 
qualities they would like to see developed? Did their thinking of 
people the-y admire help them considering what they would like to be like 
in the future? 
On completing the line, ask them to write down what actions they will 
have to take to accomplish what they would like to do and become. 
4. Activity: 
Divide group into couples. Have them share with one another what they 
wrote, learned about themselves, or other reactions they would like to 
share. 
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Ht·g;ltht•r th(• gro11p as a whole. Ask individuals to sh:tre how th!.!y 
felt about till!> ex<>rclse. Then ask them to react as to how th~y could 
use what they learned to help other students to take actions to grow 
to be the kind of person they might aspire to be. 
5. Post Evaluation 
At the conclusion of the 12 week training, leaders will ask the students 
to review their Life Growth Line. At this point they will look at what 
they recorded at the beginning and ask them to indicate ways in which 
they feel they have grown in the training program. 
6. Group Activity: How l See Myself? 
+------------,Ask-each-rrremb-er-e-o-sh-ar-e-w~,h-tlie group whathe or s~feels about 
himself. How do you appear outside? (What behaviors do you show?) 
How do you feel inside? (Do you share this in any way?) How would 
you like to be? What keeps you from being this? After each person 
who wants to has shared, discuss reactions to what was said. What 
surprised you about others? How were you all similar? How were 
you different? 
7. Helping Each Other 
After sharing the previous activity, share how you as a group could 
be of help to each other. Things that might be discussed are: 
How will you handle "put downs"? 
What kind of attitude in the group'would be 
most helpful to you? 
mlat would you like to gain from the group? 
B. Observer's Report 
Ask Observers to review for the group their reactions to the 
session. 
• 
Explan:1tion for the Life Career Game 
For Use in Peer Counseling Training 
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TilL· Life Cnrecr Game is a decision-making activity. The purpose of it 
is to l1clp students plan their lives, to think about what would be satisfying 
to tl1cm in life, and to see the consequences or results of their plans and 
decisions. Comparing the decisions made by all teams opens up possibilities 
thnt might not have been considered by others. 
All teams work with the same description of a student, known as a profile. 
They are to start with where the profile ends, planning a more satisfying life 
for this person than the person now has. They plan a typical week to rcprcsunt 
the next year of that person's life. 
1--------.As---~eams-p-1-ay-t-he-game-,-they-beg:i:n-to-focus-otrgoa-ts-and-ob-le-c-t-.tv-e-s-£-or 
that person. They learn certain information that is necessary to plan, and 
the more successful teams begin to understand the idea of a strategy in getting. 
some things people want in life. 
We are only going to plan one year in your profile's life. We will not 
take time to score it, but will be discussing what you have planned, particularly 
comparing what each team has decided. We are starting your peer counseling 
training with this activity becau~e it not only helps you get acquainted with 
oth~rs, particularly your teammate, but it does introduce you to the typ~ uf 
problems and thinking you may be handling or doing when you become trai~cL peer 
cou~selors. Try looking at the student whose llfe you will be plan~ing from the 
poLt of what he needs to do to have a mere happy or satisfying life:. Then, 
wh.:.1t would you suggest to this person if you were actually counseling Li"1·: You 
and your partner should discuss what could be changed to make his life n1ore 
satisfying an~ have hfm rlo things that would bring these changes abo~t. 
Follow these ditcctions: 
1. Students not yet 18 years of age must be in some type of school, 
unless they have graduated. They may choose to: 
a. go to school full-time (6 or 7 periods per day) 
b. go into a work-experience program (4 hours of classes at 
school in th~ morning; 4 hours of work for pay in the afternoon) 
c. go to continuation school (3 hours of classes in the morning) 
2. Grades are dt.:termined by the student's ability (which is ~.ndicated on 
the profile sheet) and the amount of time you have him study. So when 
you want him to study, indicate the subject that is studied, as well 
as amount of time studied. 
3. He must spend at least 5 hours helping around home. If he spends more, 
i&t: gets satisfaction points for additional hours. 
4. People get different amounts of satisfaction from things they do in 
their leisure. Write in detail what your profile student does. Often 
P''"l'l•· litH• J,·ltHart• time to solve problema, and sometimes tht•y use 
lc•lllurt· t lmc• In a way that cr~att!H prob lcmH. 
•,, II your Hluch·nt 111 working 1Jt u Job, lndl,:nte wlwL klncl of Job IL 
I H 11nd tlw numhl'r of hours he S(H.mds doing it. Soml!t JmcH Johu 
ul1:1o help solve problems. 
SUGGESTED QUESTION GUIDELINES FOLLOWING THE PLAYING OF THE GAME: 
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1. What did you feel were the problems of your student when you began planning? 
2. If you would have referred Paul for peer counseling, what would you have said? 
3. What did you do about his problems? 
4. How did others see the problems? 
5. Do students frequently not know what to do when they have problems? 
6. Where mlght they go to get help? 
7. What part was the hardest to plan? 
8. Was tt fun to plan? 
9. Is it hard to look at yourself and think about what might be satisfying y.iu'! 
APPENDIX B 
Tables 8 - 13 
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ANCOVA 
I 
I 
I Table 8 
Re~sul ts of Tests of Effects of Three Counseling 
I Treatments Across Sex with TSCS Behavior Scores as the Dependent Variable 
Source of Variance Sums of Degrees of Mean F Value Squares Freedom Squares 
Behavior Pre 2796.550 1 2796.550 15.927 
Treatment 260.069 2 130.034 0.741 
Sex 61.002 1 61.002 0.347 
Treatment x Sex 661.055 2 330.528 1.882 
Error 15627.021 89 175.585 
Total 19408.958 95 
Table of 
(TR-1 
Adjusted Means of TSCS Behavior Scores 
Treatment Group 
Peer Counseling 
Individual Counseling 
Control (TR-3) 
(TR-2) 
(X.) = 100!.60 
X 
101.25 
99.06 
101.25 
X 
Males 102.0 
Females 99.2 
Alpha (.05) 
NS 
NS 
NS 
Grand ·Mean 
High scores 
behavior. 
· d. t I ·t· 1n 1ca e pos1 1ve feelings by individual regarding perception of own 
Ol 
,..., 
,..., 
I 
I 
I Table 9 
ANCOVA RE~sults of Tests of Effects of Three Counseling 
I Treatments Across Sex with TSCS Social Self Scores as the Dependent Variable 
Source of Variance 
Social Self Pre 
Treatment 
Sex 
Treatment x Sex 
Error 
Total 
I 
---------- -1-
Sums of 
Squares 
1092.368 
252.867 
1.756. 
101.097 
5644.316 
7092.406 
Degrees of 
Freedom 
1 
2 
1 
2 
89 
95 
Mean F Value Squares 
1092.368 17.225 
126.4~4 1. 994 
1.756 .028 
50.548 0.797 
63.419 
Tabll of Adjusted Means of TSCS Social Self Scores 
I 
Treatment Group X X 
Peer Counseling (TR-1) 
I 
63.14 62.37 Males 
Individual Counseling I (TR-2) 60.62 Females 63.19 
Control (TR-3) 64.56 
Alpha 
NS 
NS 
NS 
(. 05) 
I 
Grand Mean (X.) = 62.y8 
High scores indicate positive feelings about sense of adequacy in social interaction. 
0 
N 
.-I 
I 
ANCOVA 
I Table 10 
Re~sul ts of Tests of Effects of Three Counseling 
sJx with TSCS Self Criticism Scores as the Dependent Variable Treatments Across 
Source of Variance 
Self Criticism Pre 
Treatment 
Sex 
Treatment x Sex 
Error 
Total 
Sums of 
Squares 
454.492 
5.396 
57.792 
87.436 
1928.227 
2533.490 
Degrees of 
Freedom 
1 
2 
1 
2 
89 
95 
Mean F Value Alpha (. 05) Squares 
--
454.492 20.978 
2.698 .125 NS 
57.792 2.667 NS 
43.718 2.018 NS 
21.665 
------ - - - - - - - - - - - - - - - - - - - - - - - - - - - -
Table of Adjusted Means of TSCS Self Criticism Scores 
Treatment Group 
Peer Counseling (TR-1 
Individual Counseling I (TR-3) 
Control (TR-3) 
X 
36.03 
36.87 
36.81 
X 
Males 35.68 
Females 37.40 
I 
Grand Mean (X.) = 36.9.7 
High scores indicate ~teal thy openness and capacity for self-criticism. 
.-1 
N 
.-1 
Table 11 
ANCOVA RJ~sul ts of Tests of Effects of Three Counseling 
I 
Treatments Across Sexlwith TSCS Self Satisfaction Scores as the Dependent Variable 
Source of Variance Sums of Degrees of Mean F Value Alpha (. 05) Squares Freedom Squares 
Self Satisfaction Pre 2474.476 1 2474.476 18.599 
Treatment 126.936 2 63.468 .477 NS 
Sex 2.798 1 2.798 .021 NS 
Treatment x Sex 98.077 2 49.038 .369 NS 
Error 11840.596 89 133.040 
Total 14543.990 95 
- - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - -
Table of Adjusted Means of TSCS Self Satisfaction Scores 
Treatment Grou2 X ~ 
Peer Counseling (TR-1 104.19 Males 103.42 
Individual Counseling (TR-2) 101.16 Females 101.6 
Control (TR-3) 101.19 
I 
Grand Mean (X.) = 102.51 
High scores indicate ~;>osi ti ve feelings of self satisfaction. or self-acceptance. 
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Table 12 
ANCOVA R~sults of Tests of Effects of Three Counseling 
Treatments Across Sex lwith TSCS Moral Ethical Self Scores as the Dependent Variable 
Source of Variance I Sums of Degrees of Mean F Value Alpha (. 05) 
I 
Squares Freedom Squares 
Moral Ethical Self PrJ! 1461.547 1 1461.547 37.747 
Treatment 12.834 2 6.417 .666 NS 
Sex 36.806 1 36.806 .951 NS 
Treatment x Sex 200.655 2 100.327 2.591 NS 
Error 3446.914 89 38.719 
Total 5157.833 95 
- - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - -
Tablelof Adjusted Means of TSCS Moral Ethical Self Scores 
Treatment Grou:Q (TR-J X X Peer Counseling 64.91 Males 63.94 
Individual Counsel~ng (TR-2) 62.94 Females 62.48 
Control (TR-3) 61.78 
Grand Mean (X.) = 63 .l21 
High scores indicate ~)ositive feelings regarding one's moral worth. 
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Table 13 
ANCOVA RE!sults of Tests of Effects of Three Counseling 
I 
Treatments Across S~!X with TSCS Family Self Scores as the Dependent Variable 
Source of Variance 
Family Self Pre 
Treatment 
Sex 
Treatment x Sex 
Error 
Total 
Sums of 
Squares 
2806.627 
19.154 
21.487 
297.661 
4528.113 
7672.656 
Degrees of 
Freedom 
1 
2 
1 
2 
89 
95 
Mean F Value Alpha (. 05) Squares 
2806.627 55.164 
9.577 .188 NS 
21.287 .422 NS 
148.531 2.919 NS 
50.878 
Table~ of Adjusted Means of TSCS Family Self Scores 
I 
Treatment Group I X X 
I Peer Counseling (TR-1} 67.06 Males 65.98 
I 
Individual Counseling! (TR-2) 65.71 Females 65.70 
Control (TR-3) I 64.75 
Grand Mean (X.) = 65.84 
High scores indicate i)ositive feelings regarding one's adequacy, worth and value as 
a family member. 
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